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The Algerian War in the French Education System' a Case Study of the Transmission of 
Memory 
This thesis examines memory and its transmission through a case study of the Algerian 
war of national independence in terminale history classes in France. It argues that while 
these classes may, in relative terms, be an important vector of "memory" for the young, 
in absolute terms very little information is transmitted. Indeed, as currently taught, the 
history of the Algerian war is increasingly partial, fragmentary and selective. This is 
clearly shown through a study of both written and oral sources, including particularly 
textbooks and extensive interviews with pupils, teachers and historians. 
Various theories of memory are referred to in order to explain this position, as are a 
number of practical considerations. It is argued that, at the nationaVcoUective level, the 
past still to a large extent determines the present desire to live together. History classes 
continue to play an important role in this process (despite significant changes in social 
formations). More specifically, the complex relationship between individual and 
collective constructions of the past is examined by discussing the experiences of both 
teachers and pupils. Particular attention is given here to the way in which a collective 
"French" memory is transmitted to children of immigrant origin. The way the war is 
taught serves both to reflect and to determine its wider social commemoration, and 
history lessons thus contribute to the generational transformation of this memory that 
may now be observed. 
The thesis concludes that it is more accurate to talk now of an almost total French 
"ignorance" of the Algerian war, rather than of the psychological "repression" 
conventionally associated with the conflict. Moreover, the continued existence of 
competing accounts of the war on the part of mutually hostile interest groups serves 
further to limit its discussion, as does the weakness of other vectors of memory. The 
'. . ,.:. --" " 
stakes of the Algerian "memory-war'? ar~:still high, 'as·selective comparisons with the 
Vichy experience reveal. It seims ulthnately that' the Algerian war is examined 
sufficiently to avoid the eme!g~!!~_of ~ignificant resentment from any quarter, but not 
adequately to permit any genuine questioning of what- remains a little lmown period of 
the French past. 
Jo McCormack 
Loughborough University 
July 2000 
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February 8 Anti-O.A.S. demonstration in Paris. Eight deaths at the tube 
station Charonne after violent charges by the police. 
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INTRODUCTION 
THE AI,GERIAN WAR: 
HISTORY, MEMORY AND 
PEDAGOGY 
Introduction 
The Algerian War: History, Memory and Pedagogy 
1.1. The Field of Study 
This thesis examines the way the Algerian war (1954-1962) is taught in terminale 
history classes in French secondary schools. It therefore examines memory and its 
transmission. Memory here is ll: metaphor, in much the same way as the tenn "collective 
memory" is, and the use of this tenn will be justified throughout the thesis. Memory as ,. 
a subject of academic interest has shot to prominence in recent years as much scholarly 
work has been conducted on various countries' "memories" of different events in their 
past, notably conflicts. Transmission means that this thesis does not study in depth the 
memories of individual actors or groups who participated in the Algerian war of what 
they lived through. Rather the thesis examines the transmission of such memories to 
generations that did not live through the conflict. Due to the age of participants in the 
two main recent periods of turbulent French history - Vichy (1940-1944) and the 
Algerian war - transmission of memory is an. important subject at present. 
Transmission of memories can take place through various "vectors of memory" as 
described by the French historian Henry Rousso in Le Syndrome de Vichyl. Reference 
to this work is made below. Schools are one way this transmission takes place, indeed a 
very important one, especially in France, as this thesis will show. Rousso describes 
school history programmes as "le mode de transmission sociale par excellence,,2 of 
memory. This thesis tl)erefore examines sSlcial memory. 
When we use the tenn memory wh~t we are referring to basically is what we 
remember. This is of interest in tenns of individuals, groups and societies since it is 
linked to our beliefs and our identity. It is inherently linked to our past, which 
detennines in part the present and the future. Memories are used in the present so we 
can very usefully question what we remember, how, when, where, with whom and why. 
In a later section of this Introduction more reflection will be given to the subject of 
memory, through muc:h.~n:nce to work on social and collective memory in general, 
1 ROUSSO, H, Le Syndrome de Vichy, Paris, Le Seuil, Second Edition, 1990. 
2Ibid., p. 253. 
I 
including that in particular of Maurice Halbwachs. What is meant by vector of memory 
is the use Rousso makes of this term: 
La memoire nationale, celle qui s'inscrit dans un patrimoine commun, se forme 
apres reception de multiples signaux. On appelle ici vecteur tout ce qui propose une 
reconstruction volontaire de l'evenement, a des fins sociales. Qu'elle soit consciente 
ou non, qu'elle delivre un message explicrte ou implicite, les nombreuses 
representations de l'evenement participent toutes a la definition d'une memoire 
collective.3 
Such vectors include films, literature, the media, and commemoration. They all transmit 
information on events and shape the way we conceive the past. This thesis will study 
c--
history classes as one particular vector of memoryL which plays a role in shaping our 
view of the past and therefore collective memory. A last point to note here is that we 
will see below important differences in terminology between memory, forgetting and 
"occultation" or "repression". We can begin to reflect on the exact meaning of these 
terms immediately. What is meant by occultation is the act of trying to silence reference 
-----'-----
to a subject. If a historical event is occulted action is taken, by the state, for example, to 
make it extremely difficult to discuss, to remember. Such subjects teEd to become 
taboo. An example of this can be censorship, the use of which aims to prevent the 
transmission of knowledge on a given subject. Another includes keeping archives secret 
and hindering the work of historians. Repression is more individual, although it could 
-~-
also be taken to describe a group, and means that individuals try not to remember an 
~&J 
event. This might be due to shame or trauma. Sigmund Freud pioneered work in this 
area. It is difficult not to remember as elements of the present bring back such 
memories and make forgetting impossible. More reflection will be made throughout 
this thesis on this terminology, notably in the first literature review given below. 
This is necessary since the Algerian war is studied as it was a recent, important event 
~ -
whose memory has been described by other work as repressed or occulted. It was a 
long, hard war that ended less than forty years ago. It ended over one hundred and thirty 
years of French colonial presence in Algeria, which consisted of three French 
departements. Indeed Algeria was a French departement before Savoie was. This partly 
explains why the Algerian war was so divisive and brought down the French Fourth 
Republic and was only ended four years after the return to power of General de Gaulle 
at the high price of abandoning Algeria despite an extremely hard-earned military 
victory - one obtained by the use of torture and other "counter-revolutionary" 
methods, largely developed and used by the French. The war polarised many into 
radically opposed groups. Two examples of such groups include pieds-noirs (European 
settlers) and harkis (Muslim soldiers who fought for the French), both of whom had to 
3Ibid., p. 251. 
2 
flee Algeria in a massive exodus at the end of the war to avoid being massacred, which 
was the dramatic fate of many who were unable to leave, especially harkis. 
Many French people were involved in the Algerian war since the contingent 
(conscripts) were sent to fight in Algeria. Most families in France now still have 
members who fought in Algeria. The war mobilised vast resources and clearly marked a 
whole generation. Most of the actors in the war are still alive which means that the 
stakes of the war are still high. This is especially true since there is a legacy to the 
colonial period in the form of immigration, which itself has profoundly changed France, 
and French identity. The thesis makes reference to work on "post-modem" France in 
order to try to link the way the Algerian war is taught to key issues in contemporary 
French society such as the place of ethnic minorities and the Republic. Indeed many 
commentators argue that the anti-Arab feeling that can be detected in France at present 
stems to a large extent from the trauma of the Algerian war. The thesis therefore argues 
that the memory of the Algerian conflict is important to an understanding of 
contemporary France. 
This thesis studies education in so ~s it examines the place of a subject in history 
classes. It develops the idea of an "educational chain". This can be defined as a chain 
- in the sense of a series of horizontal and vertical links - that connects on the one 
hand the state and on the other pupils. We can therefore identify different actors and 
different levels or aren¥' all of which are important in teaching. Examples of this are 
the government and the Ministry of Education for decisions on whether or not to change 
the programme; and classroom practice, where teachers and pupils interact and actual 
teaching takes place. It is significant since it allows us to differentiate between what is 
supposed to be taught and what is actually taught. This can be important on a subject 
which we know has been occulted by the French authorities. It can also significantly 
increase our information on the way the Algerian war is taught j which in turn greatly 
helps us to develop a rich understanding of why this may be the case. This is achieved 
in this thesis by the substantial use of material gathered in interviews with teachers and 
pupils in Lyons. Such an approach had not been used before and therefore accounts for 
much of the originality and interest of the project. Interviews were also conducted with 
two key-players, both highly important since they have played a significant role in 
writing contemporary French history (as authors, editors, directors of research and 
members of institutions) and teaching that history as Inspecteurs (functionaries), 
designers of programmes or editors of textbooks. Negotiating access to these historians, 
teachers and pupils is difficult but essential. 
More generally we can note here that the project focuses on the terminale year, at the 
end of which pupils sit the baccalaureat. Terminale is the final year of secondary 
school. The baccalaureat is of crucial personal and communal significance in France. 
The annual examinations, in terms of their content and as a social event, are widely 
commented on in the media. Passing the baccalaureat allows pupils to go to university 
3 
and crowns their time in secondary education. The examination itself is very symbolic. 
It is a central institution of the Republic, one which despite its practical disadvantges 
(e.g. cost and inefficiency) the French are not prepared yet to replace. Vin~ent 
Descombes, in his book Le Meme et ['autre, describing the teaching of philosophy, 
refers to the haccalaureat as "cette incarnation de I'ideal egalitaire".4 The French 
education system can also be noted to be characterised by a very centralised 
organisation, which is very different from the British system. We will see practic~) 
details of this throughout the thesis. 
Memory changes over time, hence the importance of studying it. Examples of this 
concerning the French collective memory of the Algerian war include the partial 
"opening" of French society in the early 1990s to the conflict, after decades of the 
subject being taboo. This development will be described below in depth and included 
significant advances in historical work on the Algerian war, activity' linked to the 
thirtieth anniversary of the war and important films. Many other recent events could be 
described here to show the way the present forges memories. Indeed we will see 
throughout this thesis examples of this, two of which occurred in the year 2000. The 
French singer Enrico Macias attempted to stage a concert in Algeria, and the film 
La-has, man pays directed by Alexandre Arcady was screened. Both of these constitute 
small developments in the collective memory of pieds-nairs, since Macias and Arcady 
are of pied-nair origin. Developments in the collective memory of conscripts can be 
seen in the way in which a stamp was issued in 1997 by the French post office to pay 
homage to those who fought in Algeria, and in the increase in the number of "rues du 
19 mars 1962" in recent years. The F.N.A.C.A. ("Federation Nationale des Anciens 
Combattants d' Algerie, Maroc et Tunisie"), a veterans' association, has pursued this 
memorial policy of naming streets after the date the cease-fire between the French 
govermnent and the F.L.N. ("Front de Liberation Nationale"; Algerian nationalists who 
fought against the French in Algeria) came into effect. However other associations have 
opposed these moves, since many people died after this date in Algeria as a 
consequence ofthe war. 
Other important developments have occurred in recent years and concern what might 
be called "an official memory" of the Algerian war. These are important since much of 
the work to date has insisted on the importance of the absence of official recognition of 
the war and what happened during it. Two particular developments are described below 
to illustrate the changing nature of the memory of the conflict and the need to study the 
1990s, thus beginning to write the recent history of the memory of the Algerian war. 
The first change is the way in which since 1997 there has been a certain official 
recognition of a state of "war" in Algeria between 1954 and 1962. Indeed the Algerian 
4DESCOMBES, v, Le Meme et l'autre. 45 ans de philosophie franr;aise (1933-1978), Paris, Les Editions 
de Minuit, 1979, p. 16. 
4 
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war was for a very long time referred to as "the war without a name", which was also 
the title of a book by an American historian on the war in Algeria5. Bertrand Tavernier 
also named his ground-breaking film on the memory of conscripts La Guerre sans nom, 
which was first screened in 1992. French authorities at the time referred to 
"pacification" or "operations de maintien de I' ordre". This increased recognition has 
most visibly culminated in a plaque being laid on the Arc de Triomphe which bore the 
name "la guerre d' Algerie". The second change has been increased recognition of the 
events in Paris of October 17, 1961, when significant numbers of French Muslims were 
killed by French police during a demonstration. This was publicised notably during 
Maurice Papon's trial in Bordeaux and his unsuccessful attempt to sue Jean-Luc 
/' Einaudi. Maurice Papon was tried for "crimes against humanity" for his role as a Vichy 
functionary, but was also the head of police ("prefet de police") in Paris in the early 
1960s, after having pursued his career in the colonies. Jean-Luc Einaudi is a 
joumalistlhistorian who wrote a book in which he examined the massacre of October 
17,19616, and criticised the role of Pap on in this event. 
This introduction is divided into five sections. The first gives details of two 
particular important recent developments in ,the French collective memory of the 
Algerian war. The second section provides two literature reviews in an attempt to begin 
to justify the need for my particular subject of study. The first of these examines 
previous work on the memory of the Algerian war and the second gives details of other 
work on the way the conflict is taught in France. Both of these will highlight the need 
for further work on the memory of the Algerian war and will help us to situate this 
thesis in relation to other work on the question. The third section of this introduction 
examines the historiography of the war. It therefore begins to set the theoretical scene 
for the particular case study of memorial transmission and empirical work conducted in 
Lyons. The fourth section includes some theoretical reflections on memory, which are 
very important, since they will be drawn upon to try to explain why the war in Algeria is 
taught the way it is. They will give us different understandings of memory which will 
help us question the role of schools and history lessons in (French) society. The final 
section explains the corpus, I?ethodology and contribution of this project. 
1.2. Developments at the End of the 1990s in the French 
Collective Memory of the Algerian War 
5TALBOTT, J, The War Withollt a Name: France in Algeria, 1954-1962, London, Faber and Faber, 
1981. 
6EINAUDI, J-L, La Bataille de Paris, Paris, Le Seuil, 1991. 
5 
1.2.1 Nomenclature: Naming the Algerian War 
On February 28, 1999, a plaque was laid on the Arc de Triomphe which read "Aux 
morts pour la France lors de la guerre d' Algerie et des combats en Tunisie et au Maroc, 
1952-1962". On October 16, 1998, a similar plaque had been laid at Notre Dame de 
Lorette which read "Ici repose un soldat inconnu mort pour la France lors de la guerre 
d' Algerie". In both cases the crucial point to note is the use of the term "guerre 
d' Algerie" on key national public monuments. The Algerian war is therefore ceasing to 
be "une guerre sans nom" and the use of the word "war" is a very important 
development. Most important of all for this commentator is the aspect of recognition 
and acknowledgement of a certain state of events which are crucial for mourning and 
ultimately for, eventually, accepting the past. As a leading article noted in La Voix du 
Combattant, a publication of the French veterans' association the U.N.C. ("I'Union 
Nationale des Combattants"): 
Cette cen!monie marque la reconnaissance tangible et officielle de l' appellation de 
GUERRE a ce que precedemment, on qualifiait d'evenements ou d'operations. [00'] 
Ainsi I'intensite des combats est enfin reconnue, la fiction qu'une Nation ne peut se 
faire la guerre it elle-meme parce que l' Algerie etait departements franyais donc du 
ressort de la politique interieure, tombe.7 
The key words here are "reconnaissance" and "officielle" highlighting the importance 
of official recognition which could facilitate the acceptance of what happened in the 
Algerian war. Also important is the way in which this has been a process, started in 
September 1997 when Jean-Pierre Masseret, "Secretaire d'Etat aux Anciens 
Combattants", first gave a speech in which he in public verbally used the term "la 
guerre d'Algerie"s. This process ran through to June 10, 1999, when the French 
Parliament passed a law making official the use of the term "guerre d' Algerie" in legal 
texts. 
What has led to this development? Jt would seem that Jean-Pierre Masseret played an 
essential role in this process and that logically, given that he represents veterans, that 
veterans' associations (through lobbying) were to some extent responsible for the 
momentum required to achieve this move. Masseret became a member of the 
Socialist-led government in 1997 which partly explains the timing of these moves but, 
an important point to note in my opinion is the way in which veterans seem to be 
wielding more and more influence demographipaiiy, socially and)politicalIY. Perhaps 
this is due principally to the way in which veterans were about to or were beginning to 
take retirement at the end of the 1990s, giving them more opportunity to invest time and 
7Leading article in La Voix du Combattant, no. 1644, April 1999, pp. 6-7. 
SHe gave the speech in Pavie in the Gers departement of France. 
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energy in the activities of veterans' associations. Previous studies have also shown the 
way in which as people grow older they may, towards the end of their lives, want to 
come to terms with, and transmit, memories that they previously repressed.9 Distance 
between the event being remembered and the present may also facilitate remembering. 
All of these factors explain the greater official recognition which currently exists in 
France and can also be expected to weigh heavily in future developments concerning 
the memory of the Algerian war. 
However questions remain as to what real effect such moves will have, especially 
given that they have occurred nearly forty years after the end of the war. This means 
that for forty years the war was indeed "une guerre sans nom" and introduces the idea of 
past inability to name the war as hindering present and future memories of it, even if 
from 1999 onwards the war will be properly named officially. To what extent can past 
deficiencies now be compensated for? However it could be argued that acknowledging 
a state of war in principle will facilitate acknowledging many other elements of the war 
in Algeria, such as torture. The question of transmission of memory here seems 
essential. Arguably the crucial issue concerning the memory of the war is the extent to 
which such developments in one sphere will be diffused throughout the whole of French 
society. Did French people in significant number seize the importance of this change 
when it was (briefly) announced on television on the news or was it just certain groups 
that celebrated? Was it just the generation that actively took part in the Algerian war 
that were concerned by this historic change or were younger generations also aware of 
its importance? And whatever the answer to the last question, what role has the teaching 
of the war played in that process of transmission? By examining the transmission of the 
memory of the Algerian war through the education system this thesis aims to address 
this question in particular. ") 
1.2.2. October 17, 1961 
Another development in the memory of the Algerian war relates to what happened in 
Paris on October 17, 1961. For nearly thirty years this was a taboo subject; the only 
significant time it was debated in public (at least in print) before 1991 perhaps being the 
publication of Didier Daeninckx's police novel Meurtres pour Mimoire in 198410. That 
process started in 1984, and culminated in 1999 during a trial in which Maurice Papon 
was trying to sue the journalistlhistorian Jean-Luc Einaudi for defamation. During the 
trial a French judge, who is by definition a state representative, acknowledged that there 
was a "massacre" in Paris that night. Papon tried to sue Einaudi because the latter wrote 
in an article in Le Monde that it was Papon who "ordered" the "massacre". A key point 
9For example see THOMPSON, P, The Voice of the Past: Oral History, Oxford, Oxford University Press, 
1978. 
IOnAENINCKX, D, Meurtres pour memoire, Paris, GaIlimard, 1984. 
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in that process between 1984 and 1999 again consisted of the early 1990s, as the French 
historian Guy Perville noted: 
Pour la premiere fois, it I' occasion de son trentieme anniversaire, la commemoration 
de la manifestation et de la repression du 17 octobre 1961 it Paris a reussi it percer le 
mur d'ignorance et d'indifference des medias. II 
Indeed, it was in 1991 that Einaudi published his book La Bataille de Paris and that 
year also that Mehdi Lalaoui and Agnes Denis presented their film Le Silence dufleuve 
at a film festival held at the "Institut du Monde arabe" in October 1991. Both the book 
and the film examined what happened in Paris on October 17, 1961 - a peaceful 
march at the time of negotiations between de Gaulle and the F.L.N., organised by the 
French section of the F.L.N. to protest against a curfew imposed on "Fran9ais 
musulmans" in Paris, which was ferociously suppressed by the French authorities 
leading to it being described by certain historians as a "pogrom". 
The events of that night have certainly been one of the most occuIted events of the 
Algerian war, again with no recognition by the state of what happened leading the 
historian Benjamin Stora to describe this as a "massacre non-reconnu". Two other 
examples given by Stora of such massacres are what happened at the subway station 
Charonne in Paris in February 1962 and the deaths in "la rue d'Isly" in Algiers in March 
196212. Elements that explain such a cover-up and subsequent suppression of truth 
include the way that perhaps over a hundred (estimations varying from certainly tens to 
perhaps hundreds) "Fran9ais musulmans" were killed that night by the French police, 
certainly including people being beaten to death or thrown in the Seine river. That the 
events took place in Paris, in 1961, while Papon was chief of police in the city and 
involved the French police have all also facilitated and encouraged a cover-up; as has 
the fact that de Gaulle was in power at that time. 
Another important point in this process occurred in 1997 at the trial in Bordeaux 
which examined Papon's activities during Vichy and found him guilty of crimes against 
humanity. It was at that point that the next significant breakthrough came after the early 
1990s opening. A journalist in Le Point noted that the Algerian war was like Pandora's 
box and said: "Trente-cinq ans apres la signature des accords d'Evian, la guerre 
d' Algerie s'est invitee sans prevenir it la barre du proces Papon."13 This again shows 
how unexpectedly for most French people the Algerian war reappears in the present. 
Elsewhere in her article she talked of the Algerian war being a nightmare, another 
IIpERVILLE, G, "Bibliographie critique sur la guerre d' Algerie", l'Annuaire de l'Ajrique du Nord, 1992, 
~. 1179. 
2See STORA, B, La Gangrene et I'oubli: La memoire de la guerre d'Algerie, Paris, La Decouverte, 
1991. 
13DUF A Y, F, "L'Octobre noir de Maurice Papon" in an edition entitled "La France ma1ade, de sa 
memoire", Le Point, no. 1311, November I, 1997, p. 54. 
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murky chapter of modem French history, and highlighted the way the Papon trial was 
reopening the wounds caused by the Algerian conflict. It was therefore during the 
original Papon trial that the events of October 17, 1961, were discussed in court. That 
led to significant press coverage and also caused the French government (through 
Catherine Trautmann and Jean-Pierre Chevenement) to begin moves to grant easier 
access to archives. However battles over archives may continue as to which archives are 
open, to whom, when and so on. Such issues can clearly be seen in Claude Liauzu's 
article in Cahiers d'histoire immediate in 1999 in which he speaks of "archives 
reservees" to describe the fact that only certain historians have had access to certain 
archivesl4. Furthermore it is highly unlikely that it be possible now through consulting 
archives to state with much more precision what happened that night due to deliberate 
omissions in what docmnents were kept. Nonetheless the debates in the courtrooms, the 
press coverage and the reactions of the government all constitute progress in a slow 
move away from the event being occulted and taboo. 
The importance of these two developments in the official memory of the Algerian 
war mentioned above can be gauged by setting them against a statement by Stora in 
1994: 
A la difference de Vichy, il n'existe absolmnent aucune reconnaissance d'une 
quelconque culpabilite, parce qu'i! est impensable de reconnaitre que la France ait 
conduit une guerre contre une fraction d'elIe-meme, puisque I' Algerie etait la 
France! Tout en connaissant la torture, elIe ne la reconnaft pas officiellement. Il faut 
faire la distinction entre connaissance et reconnaissance. Dans l'espace public 
commemoratif, i! n'y a rien : le 17 octobre 1961 n'est pas la rafle du Vel' d'Hiv' .15 
Having identified that the memory of the Algerian war is evolving over the years, as is 
to be expected, and is very much a concern in the present, let us now turn to two 
literature reviews which will help us to situate this thesis in relation to other work on 
the memory of the Algerian war. 
1.3. Literature Reyiews 
1,3,1. Literature Review' The Memory of the Algerian War 
14See LIAUZU, C, "Le 17 octobre 1961 : guerres de memoires, archives reservees, et questions 
d'histoire", Cahiersd'histoire immlidiate, no. IS, spring 1999, pp. 11-24. 
15STORA, B, interview, "Cicatriser I'Algerie", in NICOLAIDIS, D (ed.), Oublier nos crimes: l'amnesie 
nationale, une specijicitejranr;aise?, Paris, Editions autrement, Serie Mutations, 1994, no. 144, p. 240. 
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A reasonable amount of work has already been done on the memory of the Algerian 
war. The main contribution to this came at the end of the 1980s and can be found in the 
book La Guerre d'Algerie et les Franr;ais I6, which published the papers given at a 
Conference; although other scholars such as Benjamin Stora have also contributed 
enormously to our understanding of this subject. This work shows us that a first 
important step in understanding the memory of the Algerian war consists of 
differentiating between forgetting and occulting memories. Robert Frank has shown that 
for the Algerian war: 
Ce n'est pas de I'oubli, puisque oublier, c'est, sur un sujet donne, vider la memoire 
de ses souvenirs; or la memoire franyaise est pleine de l' Algerie, mais de souvenirs 
qu'elle a longtemps enfouis, caches, contenus. Il ne faut pas confondre oubli et 
occultation. Les souvenirs occultes peuvent resurgir violemment a la surface, lorsque 
I' actualite dechire un coin du voile. 17 
7 
The Algerian war, at least at the end of the 1980s, was not therefore forgotten; its 
memory was repressed. Why are memories repressed and not truly forgotten? For Frank 
the present would seem to be crucial, hence his use of the image of a veil being tom or 
lifted by events in the present which bring back memories and render forgetting 
impossible. In other words the present unveils elements of the past that one would 
rather forget. Jean-Pierre Rioux can also help us here. Writing in the same volume as 
Frank, he argued that because there were many sequels of the Algerian war to be found 
in contemporary French society, there could not be memoryl8. The present that was 
bringing back repressed memories (Frank), or hindering the creation of memory through 
the continuing existence of sequels and stakes of the war (Rioux) took the form of 
terrorism, events in Algeria, the independence of New Caledonia, the rise of the French 
National Front, debates on immigration in general and on identity in particular (Rioux). 
There would seem to be a two-way process. Op. the one hand the Algerian war 
historically speaking dictates parts of the present in terms of its sequels; on the other 
hand parts of the present affect the memory of the war by rendering it impossible to 
forget. In both cases, the Algerian war and its memory are of key importance in 
understanding contemporary French society. As an editorialist in Le Monde stated: 
Un tel passe ne peut que peser sur les rapports de I'ancienne puissance coloniale 
avec l'Algerie independante certes, mais aussi avec les Franyais d'origine algerienne 
qui, par choix ou par contrainte, ont decide de vivre dans I'Hexagone. 19 
16ruoux, J-P (ed.), La Guerre d'Algerie et les Franrais, Paris, Fayard, 1990. 
17FRANK, R, "Les troubles de la memoire fran9aise", in RIOUX, J-P (ed.), La Guerre d'Algerie et les 
Frallrais, Paris, Fayard, 1990, p. 604. 
18RIOux, J-P, "La flarnme et les bUchers", in RIOux, J-P (ed.), La Guerre d'Algerie et les Franrais, 
Paris, Fayard, 1990, pp. 497-508. 
19Editorial "Notre memoire a1gerienne", Le MOllde, February 5, 1999, p. 14. 
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Stora supports this view and argues that the Algerian war is being repeated in the 
present. When talking of the way in which there was a contradiction between words and 
actions in colonial Algeria: 
[ ... ] (dans la France de nos jours) on proclame l'assimilation et I'integration en droit, 
et dans les faits c'est le differentialisme qui est mis en oeuvre, parce que les Arabes, 
les musulmans en general, sont trop differents pour pouvoir etre integres. On assiste 
a un transfert de la probIematique algerienne sur le territoire metropolitain. Ce qui 
existait sur le territoire algerien au temps des colonies se retrouve pose un siecle ou 
cinquante ans plus tard a I'interieur de l'Hexagone, ici en France.20 
He also agrees that in the present concerning the memory of the Algerian war "l'enjeu 
est enorme".21 Memories of the Algerian war have therefore been repressed but are 
ultimately, for Frank, impossible to repress totally or definitively - there has been an 
"amnt:sie tres partielle et non durable".22 The Algerian conflict's memory has been 
repressed whereas the war in Indo-China is truly forgotten as it almost never reappears 
in the present and is almost completely absent. Much of this work would therefore seem 
to be inspired by historians working within what might be called the Freudian tradition. -
The authors argue that repression is bad for French society as it leads to a repetition in 
the present of old divisions; it prevents a serene memory from existing and perpetuates 
the injury caused by painful memories; and indeed the present will always bring back 
repressed memories so it is futile to try and avoid facing such memories. 
Why have such memories been repressed? The Algerian war is repressed because it 
was a very painful and divisive event in French history. It is often referred to as "une 
plaie" (a wound) or "une cicatrice" (a scar) indicating injury. A central question 
concerning the Algerian war has been "le deuil" (mourning) also indicating loss and 
death. Stora is perhaps the best person to indicate why the nature of the war itself has 
shaped its memory. In La Gangrene et l'oubli, published in 1991, he showed how the 
occultation since 1962 of what happened in Algeria stems directly from a denial to 
admit a state of war between 1954 and 1962. Rather than "guerre d' Algerie" one talked 
at the time of "operations de maintien de I'ordre" or "evenements". Algeria was 
claimed to be three French departements and therefore an internal question, with 
"hors-Ia-Ioi" leading a "rebellion" rather than fighting a war. All indicating why the 
Algerian war is often now referred to as "une guerre sans nom". Rioux also insists on 
the importance of nomenclature by citing Halbwachs's23 three "cadres sociaux de la 
200p.cit., p. 229. "(Dans la France de nos jours)" added by me to clarify the context of the quotation. 
21 lbid., p. 240. 
220p.cit., p. 603. 
23See HALBWACHS, M, Les Cadres sociauxde la memoire, Paris and The Hague, Mouton, 1976 (orig. 
1925) and La Memoire collective, Paris, Presses Universitaires de France, 1950. 
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) 
memoire", one of which is language. The other two are space and time, also 
problematic, as Rioux points out: 
Pas de mots pour le dire, pas d'images, ou si peu, pour le revivre, pas de dates pour 
le circonscrire et signaler son importance dans le cours des temps; pas de hauts lieux, 
pas de heros indiscutes, pas de batailIes a localisation symboIique, pas d'ennemis 
clairements identifies de bout en bout: on comprend que ce conflit n'ait pas ete 
commemorable.24 
Stora also insists on the elements of the Algerian war that people do not want to 
remember or cannot bring themselves to remember because they are not proud of what 
happened in Algeria. The history of the Algerian conflict is one of massacres, the use of 
internment camps, mass rounding up of populations, treason, indifference, 
abandonment, executions, terrorism, torture and so on. The Algerian war is quite rightly 
referred to as "une sale guerre". A long list of acts can be drawn up that people do not 
want to remember because they are painful and shameful and therefore have immense 
difficulty accepting, talking about or facing up to. For Frank however the memory of the 
war in Algeria was not a taboo subject at the end of the 1980s, although it had been so 
for a long time. This strengthens the argument developed above that the memory of the 
Algerian war has been evolving slowly over recent years. 
The war was an incredibly divisive and violent conflict which has made it difficult to 
remember. A parallel can be drawn with the French memory of Vichy which has also 
proved notoriously difficulty for French society to face up to. Frank draws this parallel 
by showing how both wars contained defeat and "evenements peu glorieux". However 
for Frank there are positive aspects to the French experience of Vichy - essentially the 
Resistance and the Free French Forces - which can be remembered, whereas as 
concerns Algeria there is nothing positive to commemorate or remember. Furthermore, 
in the Algerian war there is a certain "replaying" of World War Two in so far as similar 
issues reoccur except that rather than it being the Germans who are "Ies bourreaux" 
(torturers/executioners) this time it is the French making the Algerian war far more 
difficult to remember than the Second World War. Crucial for an understanding of the 
French memory of the Algerian war is recognition that the war itself comprised "une 
guerre franco-algerienne", "une guerre franco-fran9aise" and "une guerre 
algero-algerienne". This explains the irnmense division that the war created and that has 
shaped its memory. However, as Stora shows, difficult aspects to remember not only 
concern the war period but also the pre-war colonial period. U1timately perhaps the 
hardest points to remember are truths that sh~tter the dominant French -discourse on 
- - -
Republican values. For Stora: 
24RIOux, loP, "La flamme et 1es bilchers", in RIOUX I-P (ed.), La Guerre d'AlgMe et les Franr;ais, 
Paris, Fayard, 1990, p. 502. 
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Le probleme algerien dans la societe franyaise est d' autant plus difficile a 
comprendre qu'il touche aux principes de la RepubIique (il s'agit de trois 
departements echappant a I'organisation republicaine de la societe tout en etant 
partie prenante de cette organisation) et en meme temps offre l'image d'une societe 
du Sud sous domination. Telle est la contradiction principale, et l'independance va 
apparaitre comme la seule fayon de denouer cette contradiction. A partir de la, 
comment en France, l' Algerie peut-elle etre integree dans un patrimoine de 
memoire? Elle est peryue comme partie prenante du territoire franyais, donc de 
I'histoire de la Nation et de la Republique franyaise, et en meme temps elle n'est pas 
integree parce qu' elle est differente des principes d' organisation qui regissent la 
Nation et la RepubIique.25 
The fact that the Algerian war has been occulted and was a "guerre franco-franyaise" 
has led to the existence of group memories (plural) rather than a collective/national 
memory (singular). The different protagonists, forming groups, have different 
memories: conscripts, professional soldiers, O.AS. members ("Organisation Armee 
Secrete": European activists who used violence to try to oppose de Gaulle and Algerian 
nationalists), the European settlers, metropolitan French people, harkis, immigrants and 
so on. All commentators writing at the end of the 1980s or the beginning of the 1990s 
agreed on this point. For Stora this was what he called "la solitude des porteurs de 
memoire". Indeed, Stora produced a documentary at the beginning of the 1990s entitled 
Les Annees algeriennes and, when explaining in an interview what he had hoped to 
accomplish by producing this documentary, Stora said he had wanted to "faire circuler 
la memoire entre chacun des groupes qui ne se connaissent pas et qui ne veuIent pas se 
parIer".26 
However most of the above work was written at the end of the 1980s and the 
beginning of the 1990s, which was a key period in the memory of the Algerian war -
eight to ten years after what Rioux called a "point d'orgue" (figuratively speaking a 
long interruption, therefore indicating a break with the previous twenty years) in the 
early 1980s, yet at the time of or at the beginning of what has been described by certain 
commentators as an "opening" in the memory of the war. The difficulty of writing at 
this moment can be seen in the work of the time. It was difficult for authors to describe 
with certainty whether mourning had started, was taking place (and if so since when) or 
was finished (and if so what was beyond mourning - memory?). Rioux often 
understandably used the adverb "perhaps". For example Rioux stated "Si un !!!l~ 
. deuil est peut-etre en cours" and "la memoire a peut-etre sa chance". However, later in 
the same essay he asks the question "Le travail de deuil aurait-il pris son cours?". 
25STORA, B, interview, "Cicatriser I' Algerie", in NICOLAIDIS, D (ed.) Oublier nos crimes: l'amnesie 
nationale, une specijiciMjral/l;aise?, Paris, Editions autrement, Serie Mutations, 1994, no. 144, p. 228. 
26Ibid., p. 233. 
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Furthennore, he concluded his essay by stating "De petits signes s'accumulent, dont on 
pourra dire demain s'ils furent premonitoires".27 
The key question of where France had actually reached in the process of mourning 
the Algerian war was impossible to answer at that time. Authors also seemed to have 
great difficulty concluding their work. This reader at least detects differences between . -
Charles-Robert Ageron's general conclusion to the book La Guerre d'Algerie et /es 
Franr;:ais and the conclusions of each of the essays. I also find considerably different 
Ageron's fairly positive conclusion to La Guerre d'Algerie et les Franr;:ais (1991) and 
his relatively negative essay in La Guerre d'Algerie dans I 'enseignement en France et 
en Algerie (1993)28 in which he highlighted the continuing difficulties (indeed 
impossibility) of writing a scientific history of the Algerian war. In Stora's work we can 
also detect hesitation in tenns of what to conclude from his findings. For example, in La 
Gangrene et /'oub/i (1991) it is clear that Stora saw very few, if any, signs of lessening 
of tensions concerning the Algerian war. However in an article in Liberation published 
a year later he felt that a very long period of mourning was coming to an end due to a 
sudden rush of films on Indo-China and Algeria. He stated: 
Par le volume, le rythme et la frequence rapprochee des productions d'images 
consacrees a ces deux pays, qui habitent fortement I'imaginaire franyais, le temps du 
travail de deuil, tres long, semble aujourd'hui fini.29 
However, six years later Stora, writing in La Guerre d'Algerie et les Algeriens (1997), 
spoke of any easing of tensions being in fact a cruel illusion: 
La guerre d'Algerie, (comme la guerre du Viet-nam), avec le temps qui passe, tente 
d'apparaitre progressivement comme survivance anachronique et les separations 
d'antan vecues comme autant d'anomalies. Le temps actuel, celui de l'immediatete 
et de I'acceleration, accentue cette impression/illusion. Cette vitesse semble tout 
effacer de la memoire des vivants. Cruelle illusion. Les murs et les barrieres, qui sont 
toujours la, peuvent vite se refonner. Les reproches reviennent. 30 
My interpretation of this statement is that at times commentators may think that the 
Algerian war is becoming less divisive and more consensual - notably by basing their 
conclusion on film production - yet old divisions that one may be led to believe 
belong to another era still in fact exist in the present. There is therefore an illusion in 
the present that the memory of the Algerian war is less problematic, fanned by the way 
270p.cit., respectively pp. 497,498,507 and 508. 
28 AGERON, C-R, "Une histoire de la guerre d' Algerie est-elle possible en 19921", in La Guerre 
d'Algerie dans l'enseignemenl en France el en Algerie, Paris, CNDP, collection Documents, actes et 
r'!f.ports pour I'education, 1993, pp. 155-158. 
2 STORA, B, "Indochine, Algerie, autorisations de retour", Liberation, ApriI30-May 1, 1992, p. 5. 
30STORA, B, "Quelques reflexions sur Ies images de la guerre d' Algerie" in AGERON, C-R (ed.), La 
Cue"e d'Algerie el les Algeriens 1954-1962, Paris, Arrnand Colin, 1997, p. 339. 
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in which society now changes more rapidly than before31 . This for Stora is only an 
illusion as there is still much division in the present concerning the Algerian war. At 
least for this reader this example would seem to confirm the difficulty that he and 
others have had drawing conclusions about the memory of the Algerian war. This thesis 
is based on the belief that a longer-term view may help to draw conclusions concerning 
the memory of the Algerian war. Through writing in the year 2000, it aims to contribute 
to a greater understanding of this memory by adopting a longer-term view and trying to 
trace longer term trends in the memory of the Algerian conflict. 
This approach is necessary since many things have changed since the beginning of 
the 1990s. Collective memory does of course change over time. Henry Rousso, in Le 
Syndrome de Vichy, commenting on the difference between memory and history, 
describes memory as being "un vecu, en perpetuelle evolution".32 For Pierre Nora: 
Memory is life, borne by living societies founded in its name. It remains in 
permanent evolution, open to the dialectic of remembering and forgetting, 
unconscious of its successive deformations, vulnerable to manipulation and 
appropriation, susceptible to being long dormant and periodically revived.33 
To conclude this literature review, the main work on the French memory of the 
Algerian war shows us that remembering this war has been highly problematic for 
French society. It gives us a solid analysis of individual and group memories of the 
Algerian war in France. However it was written for the most part in the late 1980s and 
early 1990s so we now need to study the 1990s. This may make drawing conclusions on 
this subject easier. Again it is to be expected that the nature of the memory of the war is 
changing. We might also argue that much, although not all, of this work would seem to 
be based on theoretical reflections based on Freudian concepts, which emphasise how 
what is repressed and occulted must be brought out into the open, and perhaps neglect 
other explanations that see collective memory as a necessary glue for society, 
something constructed by the interaction of different groups, or inherently (in France) 
linked to the Republic; and in all instances very much linked to the present and our 
identity. This thesis will try to reflect more on these issues through the case study of 
transmission of memory in terminate history classes conducted in Lyons. 
1.3 2 Literature Review: the Teaching of the Algerian War 
31Pierre Nora's work has introduced the concept of the acceleration of history which he describes as: "An 
increasingly rapid slippage of the present into a historical past that is gone for good, a general perception 
that anything and everything may disappear. See NORA, P, "Between Memory and History: Les Lieux de 
M.moire", Representations, no. 26, spring 1989, p. 7. 
32ROUSSO, H, Le Syndrome de Vichy, Paris, Le Seuil, Second Edition, 1990, p. 10. 
330 , 8 p.CIt., p. . 
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The main research on the place of the Algerian war in the French education system to 
date comes from the conference "Memoire et enseignement de la guerre d' Algerie" 
(M.E.D.GA) held in Paris on March 13-14, 1992 (close to the thirtieth armiversary of 
the end of the Algerian war), organised by the "Institut du monde arabe" and the "Ligue 
de l'enseignement". It gave rise to different publications which take slightly different 
forms but all of which contain the same information. This information is best given in 
the book Memoire et enseignement de la guerre d'Algerie : actes du col/oque, 199334. 
The Conference was aimed at furthering a "reflexion commune" in Algeria and in 
France on the way the Algerian war is portrayed in the media and in the education 
system in order to "faire progresser la connaissance objective des faits parmi les jeunes 
generations"35. 
Of particular relevance to my research were four papers given at the conference, all 
of which are linked to the terminale year. They were given by Daniele Djamila 
Amrane-Minne, Alexis Berchadsky, MadeIeine Guyon et al. and Genevieve Pastor. 
Amrane-Minne examined "La guerre d' Algerie a travers les manuels fran~ais et 
algeriens de classes terminales" in five pages. The paper examined French textbooks in 
terms of the presentation of the massacres of August 20, 1955, which she described as a 
"vision reductrice de l'histoire,,36. Her paper examined both French .and Algerian 
textbooks, and was therefore interesting to a large extent because it was comparative, 
which is not what my study attempts to be. Berchadsky discussed "La question de la 
torture a travers les manuels fran~ais de classes terminales" in nine pages37. Berchadsky 
examined five out of twelve of the 1989 textbooks' coverage oftorture, and argued that 
torture had a double presence in textbooks: in terms of the battle of Algiers and in terms 
of metropolitan protests. It was an interesting paper on this one particular question and 
for its study of 1989 textbooks which I have not been able to consult. 
Guyon et al. gave a paper entitled "Trente ans apres : la guerre d' Algerie a travers les 
manueIs d'histoire des classes terminales", which was five pages long38. This 
commentator found the paper to be very, indeed too, critical. It was based on a study of 
the way in which five events from the war were presented in textbooks, showing that 
the less glorious aspects of the war were often ignored or at best only partially treated. 
Guyon et al. conducted a study of seven of the twelve textbooks published in 1989. 
34Memoire el enseignemenl de la gllerre d'Algerie : acles du colloque. 13-14 mars 1992. lenu a Paris, 2 
volumes, Paris, Institut du Monde arabe/Ligue de I' enseignement, 1993. 
35Ibid., vol. 2, p. 5. 
36 AMRANE-MINNE, D, D, "La guerre d' A1gerie it travers les manuels fran,ais et a1geriens de classes 
terminales", inMemoire el enseignemenl de la guerre d'Algerie : acles dll colloque. 13-/4 mars 1992. 
Paris, vol. 2, Paris, Institut du Monde arabe/Ligue de I'enseignement, 1993, p. 375. 
37BERCHADSKY, A, "La question de la torture a travers les manuels fran,ais de classes terminales", in 
Memoire el enseignemenl de la gue"e d'Algerie : acles du colloque. 13-14 mars 1992, Paris, vol. 2, 
Paris, Institut du Monde arabe/Ligue de I'enseignement, 1993, pp. 386-394. 
38GuyON, M et al., "Trente ans apres: la guerre d'A1gerie a travers les manuels d'histoire des classes 
terminales", in Memoire el enseignement de la gue"e d'Algerie : acles du colloque. 13-14 mars 1992. 
Paris, vol. 2, Paris, Institut du Monde arabe/Ligue de I'enseignement, 1993, pp. 438-442. 
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Their study only examined textbooks. This project, although it will examine textbooks, 
will attempt as far as possible to situate textbooks in relation to the rest of the 
educational chain (rather than simply criticising them in isolation). Guyon et aI.'s paper 
lacked reflection on what textbooks are and what can be done in a textbook; therefore 
there was not enough thought given to wider questions of the place of textbooks in the 
educational chain, the place of the educational chain in the transmission of memory, the 
wider memory of the Algerian war and ultimately what the role of social memory is or 
maybe. 
Lastly, Pastor examined "L'enseignement de la guerre d' Algerie en classe de 
terminale. Instructions officielles et sujets au baccalaureat en France" in seven pages39. 
This paper is certainly the most useful to my research. The paper studied examination 
questions in the period from June 1984 to 1991, through a predominantly quantitative 
study in which she qualifies the period as one of a "disappointment". It is referred to in 
the following chapter of this thesis. The rest of the papers examined the way the 
Algerian war is taught in Algeria which this thesis does not address. They also 
examined different points in the education system where the Algerian war may be 
taught - e.g. at university level - which this thesis does not do. This thesis only 
examines the terminale year, for the baccalaureat general, in order to keep the project 
within manageable proportions. Furthermore, many of the papers, despite the title of the 
conference, did not study tht way the Algerian war is taught. In fact the vast majority 
examined subjects such as "Les medias face a la guerre", "Les etudiants fran"ais et 
algeriens et la guerre d' Algerie", "Les valeurs en question : justice et droit" and 
"Cinema et litterature sur la guerre d'Algerie". These are essentially historical questions 
since they examine the period of the Algerian war which this thesis does not do. 
Also of interest is the opinion poll conducted by A. Coulon and the "Laboratoire de 
recherche ethnomethodologique" at the university Paris VIII "Connaissances et 
opinions des jeunes Fran"ais" on 1,234 French people aged 17-30 in December 1991, 
which in published form was twenty-two pages in length. I found this fascinating 
because lack of resources prevented my doing this type of survey for my project. There 
were slight problems in their work due to timing. For example at the time they 
conducted their survey, the impact of television was very strong as certain films were 
screened, which is rather exceptional and which probably influenced the interviewees' 
answers. Furthermore, their opinion poll was not restricted only to terminale pupils 
either, since people in their twenties were interviewed. My project includes interviews 
of terminale pupils which are designed to be qualitative, since only a few pupils were 
interviewed, but this was done in depth i.e. a lot of questions in relatively long 
39pASTOR., G, "L'enseignement de la guerre d'Algerie en classe de tenninale. Instructions officielles et 
sujets au baccalaureat en France", in Memoire et enseignement de la guerre d'Algerie : actes du colloque, 
13-/4 mars 1992, Paris, vol. 2, Paris, Institut du Monde arabeJLigue de l'enseignement, 1993, pp. 
418-425. 
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interviews. Beyond the M.E.D.G.A. Conference we can also note work by Guy Perville 
and Paul Fournier on the place of the Algerian war in textbooks. They studied 1983 1 
editions of textbooks which this thesis has not been able to do (except for one textbook 
published by Hatier). They were speaking at the "Agoras Mediterraneennes" and their 
findings were published in Historiens et Geographes40. In this way, the main source of 
research on the way the Algerian war is taught is the M.E.D.G.A. Conference and we 
can say that most of the research previously conducted on this question focused on 
textbook content - perhaps due to their ease of access? 
My- thesis therefore includes references to this previous work. The fact that my 
project examines the teaching of the Algerian war until the year 2000 has allowed me to 
build on previous research in important ways. Firstly, this thesis adds another eight 
years to the research already conducted. That research covered the first nine years of the 
question. I have concentrated mainly on the 1990s and relied on this source for the 
1980s e.g. essentially for examination questions and studies of the 1989 editions of 
textbooks. Secondly, this thesis takes a long-tenn view over seventeen years and 
therefore is able to conduct a diachronic study which has helped me to identity and 
compare different reforms, different periods and trends. The timing of the project 
especially allows us to take into consideration the 1998 reform which we will see 
throughout this thesis has significantly changed the way the Algerian war is taught. It 
also allows us to comment on the extent of the "opening" of French society to the 
Algerian war that is said to have taken place at the beginning of the 1990s. 
My research in the same area has allowed me to go beyond the previous work by 
taking into account and avoiding some of the shortcomings that can be seen concerning 
the 1992 Conference. The first of these is the way the education section of the 
conference was not based solely on the terminate year and was therefore less detailed 
than my research project is. My four year Ph.D. project is based exclusively on the 
terminale year. As can be seen above, the work directly of interest to me amounts 
essentially to twenty-six pages. Secondly, in my opinion, there was a lack of reflection 
on the general memory of the Algerian war and other aspects of the question. The three 
main focuses of enquiry that were present at the conference concerned history 
--------programmes/examination questions (1 paper), textbooks (3 papers), and young people's 
knowledge of the Algerian war (the survey). There are certain aspects of the teaching of 
the Algerian war that have not been examined (which this thesis studies during the 
1980s as well as the 1990s). The first of these areas is the process ofrefonn of history 
programmes in the 1980s and the 1990s and the motivation for such reforms. Another is 
the relationship between the different actors in the field of education involved in the 
teaching of the Algerian war. The thesis also aims to provide a more detailed analysis of 
4~OURNIER. P, "La guerre d' Algerie dans les manuels scolaires de Terminale", Historiens et 
Geographes, no. 308, March 1986, pp. 897-898; and PERVILLE, G, "La guerre d'Algerie dans les 
manuels scolaires de Terminale", Historiens et Geographes, no. 308, March 1986, pp. 893-897 . 
. 18 
the impact of education on young people's knowledge of the Algerian war, especially in 
relation to other vectors of memory. To do so it will focus more on the classroom level 
and the educational chain. The link between the teaching of the Algerian war and the 
nation/the French Fifth Republic will be examined more, as will the link between the 
past, present and future. The whole study will also tie the way the Algerian war is 
taught to the general memory of this colonial war. 
What the Conference lacked especially was any attempt at an explanation of why the 
Algerian war is taught the way it is. Furthermore, we can note criticism of individual 
papers e.g. Rioux mentioned in his preface that he found that certain of the paper's 
content was unfairly critical. Indeed he went as far as to speak of "une vehemence qui 
semble parfois bien peu fondee"41. Stora, when describing the two conferences "La 
Guerre d'Algerie et les Fran~ais" and "La Guerre d'Algerie et I'enseignement en France 
et en Algerie" stated that "Ce second intitule se releva it la fois plus vaste... et plus 
intime. "42 In addition, as can be seen from the press at the time of the conference, it 
was criticised as not being neutral. Perville in the Annuaire de I 'Afrique du Nord said 
that the Conference was interesting mainly for its comparative angle. Often, papers at 
the conference were given by partisan commentators - such as secondary school 
teachers and people marked by the Algerian war. 
Lastly, we can note that the conference was not a study of the educational chain. My 
choice of Lyons as an example of the way in which the Algerian war is taught in France 
is an attempt to conduct more detailed research in this area than can currently be found, 
since it has allowed me to go further than simply examining textbooks, history 
programmes and examination questions. In particular, I have interviewed teachers, 
pupils and two historians and thus placed more emphasis on what is actually taught (and 
how and with what results) in schools as well as studying what is supposed to be taught. 
In this way the thesis has tried to examine what can be called the educational chain 
from the Department of Education's decisions to the classroom. The basis of this aim is 
the belief that there is a difference between what is actually taught and what is supposed 
to be taught. This commentator felt that what is actually taught is dependant on local 
factors such as individual personalities or experiences and the end result of the complex 
interaction between governments, school principals, teachers, associations and pupils. 
Furthermore we will see the way in which what takes place in the classroom - notably 
through teacher and pupil (sociological) identity - in itself helps us to explain how the 
war is taught. What is meant here by this term is that teachers and pupils will be shown 
in some cases to have important links to the Algerian war. Examples of this are those of , 
pied-noir or Maghrebian origin. These links constitute a part of their identity in terms of 
their personal history, family history, community belonging, knowledge or interest. 
41 RIOux, loP, preface to La Guerre d'Algerie dons j'enseignement en France et en Algerie, Paris, 
CNDP, collection Documents, actes et rapports pour I'education, 1993, p. 6 .. 
42STORA, B, Diclionnaire des livres de la guerre d'Algerie, Paris, L'Harmattan, 1996, p. 5. 
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lA. Historiograpby 
There are several reasons for reflecting in this thesis on how the history of the Algerian 
war has been written. The first of these is that the project is centred on the teaching of 
the Algerian war in terminale in France - on the transmission of memory through the 
education system via histoire-geographie lessons. Therefore if we are interested in 
identifying what knowledge is transmitted it is important to reflect on what is known 
about the war in Algeria. Obviously, there may be a relationship between what history 
has been written (and how, when, by whom etc.) and what history is being taught 
concerning the Algerian war. It is important to be able to comment on the state of 
knowledge on the Algerian conflict when it began to be taught in terminate classes in 
France, as well as to trace the changes in historiography since 1983 right through to the 
present day, and thus also to be able to evaluate the current state of knowledge on this 
colonial war. As will be seen below, the French historian Charles-Robert Ageron has 
repeatedly questioned in recent years whether a "scientific" history of the Algerian war 
can actually be written. If he is right in thinking that this is still impossible, the question 
of how this subject can actually be taught begs to be asked. Furthermore, with an event 
t-----. 
such as the Algerian war, memory is a key concept. A lot of work has been done on the 
memory of the war, which has been described in this Introduction. The work has shown 
that its memory has proved highly problematic for French society. Another question to 
reflect on is therefore whether the writing of the history of the war has proved as 
difficult as its remembering has. Moreover, it is important to reflect on historiography 
as this can be linked to and affected by such a selective memory and official silences. 
Indeed, this thesis will argue that historiography is itself a memory of sorts. 
Nonetheless, there is clearly a difference between memory and history as notably Pierre 
Nora and Henry Rouss043 have examined. 
For both of these historians memory. is alive in society and something that is 
continually changing. There is a bond to the present as it is often present needs and 
concerns that determine what, when and how we remember. Memory is affective, 
sometimes associated with the sacred or faith, and often associated with groups. It is 
varied and can be manipulated, occulted or forgotten. Memory is said to be absolute. 
History however is a representation of the past which is critical and analytical, a 
scholarly reconstruction which tends to aim to be accepted beyond groups on a more 
43NORA, P, "Between Memory and History: Les Lieux de Memoire", Representations, no. 26, spring 
1989, pp. 7-25; on the difference between memory and history see pp. 8-9 or the introduction to NORA, P 
(ed.), Les Lieux de memoire, Paris, Gallimard, 1984-1992. ROUSSO, H, Le Syndrome de Vichy, Paris, Le 
Seuil, Second Edition, 1990; see pp. 10-13. 
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universal level. History is said to be relative. A priori, nothing is taboo for an historian. 
However, in my opinion, history (or rather historiography) is effectively itself a memory 
of sorts as in practice, at times, although there is undoubtedly a difference between 
memory and history, the two often appear less distant than Nora and Rousso might have t, v-1"' JP< 
us believe. It is this writer's opinion that on a subject such as the Algerian war the ---') v v 
difference can be a lot less than their definitions of memory and history suggest -
although it is true that when describing memory and history Rousso puts "a priori" 
before all of his comments. Rousso also explicitly states that it is difficult to imagine a 
universaIly accepted history of Vichy or the Algerian war. This is also the position of 
Ageron. 
Such distinctions between memory and history strike me as debatable since our 
knowledge of history, for example, changes over time. This takes place as more and 
more history is written on a subject and as new work changes our opinion of old work. 
This section shows the way the historiography of the Algerian war has changed over the 
years. So, we can say it is not just memory that changes over time. We could also argue 
that the history that is actually written is to a large extent determined by the present in 
so far as we can identify academic trends, funding considerations, publication strategies 
and the like. Groups have played a role in what history is written (in many ways by 
writing that history themselves). History is written or it is not, as the case may be. An 
article published in Le Monde in 1992 spoke of "Des historiens encombres,,44 
concerning the Algerian war to point to the way in which the historiography of the war 
was weak at that time. 
More widely we can make reference to E.H.Carr here on the nature of history and 
historiography. In What is History?45 he shows the way opinions on history changed 
between the end of the Victorian era and the 1950s. Beliefs concerning history had by 
the 1950s become far less certain and less positive than they had previously been. Much 
more reflection on the difficulties of writing history was evident by the 1950s. These 
included more reflection on what a "fact" or "historical event" actually was and the way 
in which historians were inevitably very selective in what they chose as worthy to be 
included in the history they wrote. Sources were, for Carr, less reliable than previous 
historians had believed. He showed the way the present was important to our view of 
the past, for example, in terms of the language (and its precise meaning) we use and the 
attitudes we have. Historians are clearly part of society and are therefore to some degree 
influenced by issues in the present, which in turn can influence the way they view the 
past. Carr also reflected on how in history we can attribute historical change to 
individuals or to society. Many of these considerations consist of questioning whether 
we can say history is a "science". In general Carr concluded by finding some middle 
44KAJMAN, M, "L' Algerie de la deuxieme memoire : Des historiens encombres", Le MOllde, March 17, 
1992, p. 15. 
45CARR, E, H, What is History?, Hampshire and London, The MacMillan Press, 1961. 
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ground between extreme positions. For example, he concluded that history was to some 
extent a science but not completely; that historical phenomena were due partly to men 
and partly to wider society. One example of his moderation was as follows: 
Notre examen des rapports de I'historien avec les faits historiques nous trouve donc 
dans une situation apparemment pn!caire, naviguant precautionneusement entre le 
Scylla d'une theorie indefendable de I'histoire en tant que compilation objective de 
faits, de la primaute absolue du fait sur I'interpretation, et le Charybde non moins 
indefendable de I'histoire en tant que production subjective de I' esprit de I'historien, 
qui etabIit les faits historiques et les maitrise par le processus de I'interpretation -
entre deux visions de I'histoire, I'une ayant son centre de gravite dans le passe, 
I'autre, dans le present.46 
Similar issues are discussed by David Lowenthal, whose book The Past is a Foreign 
Country47 will be drawn on further in the section on "Theoretical Reflections on 
Memory". In his study of the environment we live in and the objects we possess, he 
examines change and preservation and how this past is used in the present. He also 
shows how what is chosen from this past is very selective when applied to history: 
Lowenthal reveals the irony of a historical analysis in which versions of the past are 
variable, contested and subject to varieties of interpretation, as compared with a 
popular consensus that represents the past as a timeless mirror to be looked at for 
accurate reflections of historical events.48 
In terms of this project, we can note that scholarly work - beyond its link to providing 
the material to teach in schools - is in its own right a form of transmission of memory 
as Henry Rousso mentions in his book Le Syndrome de Vichy. He calls this "la memo ire 
savante". For Rousso: 
Les vecteurs savants reconstruisent et enseignent I'intelligibIite des faits, en 
proposant et en formalisant differentes lectures possibles : le livre d'histoire est, a ce 
titre, un vecteur du souvenir, tributaire des memes fluctuations que les autres, en tout 
cas fort peu detache de son objet. Il influe par ailIeurs sur les manueIs et les 
programmes scolaires, le mode de transmission sociale par excellence.49 
Furthermore, this thesis will show that the way the Algerian war is taught in terminate 
reflects descriptions of memory in so far as it is highly selective due to the choices 
made both by programme designers and teachers. It will describe what is taught as a 
memory of sorts. Lessons will be shown to be influenced by the present in terms of 
current affairs and the impact of wider society in the classroom. The influence of the 
46CARR, E, H, Qu 'est.;:e que I'histoire?, Paris, Editions la Decouverte, 1988, p. 77. 
47LOWENTHAL, D, The Past is a Foreign Country, Cambridge, Cambridge University Press, 1985. 
48MIDDLETON, D, EDWARDS, D (eds.) Collective Remembering, London, Sage, 1990, p. 4. 
490p. ci\., p. 253. . 
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present however could also include current considerations such as integration or 
instruction civique. The classes given are also affected by group concerns. It will 
attempt to show that the metaphor "memory" seems to fit aptly a description of the 
teaching of the Algerian war in terminale. Indeed the tenn "collective memory" is also 
itself a metaphor as Y osef Yerushalmi has said: 
De meme que 'la vie d'un peuple' est une metaphore biologique, de meme 'la 
memoire d'un peuple' est une metaphore psychologique - a moins qu'on aille faire 
du groupe un organisme dote d'une psyche collective dont les fonctions 
correspondraient strictement a celles de l'individu; en d'autres termes, qu'on 
choisisse de lire I'histoire avec Freud et d'assumer les consequences d'un 
psycho-Iamarckisme desonnais totalement discredite.50 
A very useful source to study the historiography of the Algerian war is I 'Annuaire de 
l'Afrique du Nor~l. Until 1993 the French historian Guy Perville each year listed in it 
the publications on the Algerian war, which he commented on. Since 1993 this has been 
done by other scholars. Reference will therefore be made to this source, which will help 
us to have a very good indication of publications on the Algerian war. However Perville 
did not include articles on the Algerian war in his bibliographies (this section does not 
examine them either). It has not been possible either to consult I 'Annuaire for the years 
1998 or 1999 so the study stops in 1997. These two issues were not available in Lyons. 
Beyond this source certain articles periodically make reference to the historiography of 
the war. We can also take into consideration theses (PhD.s), a list of which was 
compiled by Gilles Morin for the M.E.D.G.A. Conference in 1992 ("Memoire et 
Enseignement de la Guerre d' Algerie"). Theses published since 1992 can be identified 
by consulting a CD-ROM entitled "teletheses/doctheses", which claims to include all 
theses published in France since 197252. Although these sources make it is possible to 
describe and comment on the historiography of the Algerian war, this section cannot 
study it exhaustively. 
The section is organised chronologically - tracing scholarly work on the war from 
1962 to the present day - in order to bring out the key periods in the writing of the 
history of the war and to trace year by year the evolution of our knowledge about the 
conflict. 
1 4 1. 1962 - Late I97Qs 
50YERUSHALMI, Y, H, "Reflexions surl'oubli", in Usages del'Dubli, Contributions from YosefH. 
Yerusha1mi, Nicole Loraux et al., at the conference held in Royaumont, Paris, Le Seuil, 1988, p. 12. 
51 Published annually by the C.N.R.S. (French "Centre National de Recherche Scientifique"). 
52Catalogue des theses fran,aises sur CD-ROM, Ministere charge de l'Enseignement superieur, December 
1998. 
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Perville in l'Annuaire de l'Afrique du Nord (1976) and selected articles on the 
historiography of the Algerian war (published in Historiens et Geographes in 1983 and 
198653) argues that it is possible to differentiate between the periods 1962-1968, 
1968-1972 and post-1972 as concerns the historiography of the Algerian war. 
I 4 I I 1962-1968 
In this initial period Perville qualifies most, or even all of the publications as 
"temoignages pour la politique" (testimony with a political motive) since the authors of 
such books are writing to score political points. For PerviIIe: 
Jusqu'en 1968, la guerre d' Algerie n'est pas finie pour tout le monde, les derniers 
condamnes de I'OAS restent en prison ou en exiI. D'ou I'ecrasante preponderance 
des plaidoyers pour l' Algerie franyaise et des requisitoires contre ses ennemis. Au 
contraire les gaullistes veulent tourner la page, et les partisans du FLN sont absorbes 
par les problemes de I' Algerie independante.54 
Such publications are therefore those written mainly by the losers in the war - notably 
people who supported "1' Algerie franyaise" or the O.A. S. Such people often wrote in 
order to justifY their actions and felt the need to write out of perhaps frustration or 
anger. This is perhaps rather paradoxical and goes against the received orthodoxy that 
the winners make the history. This could be due to the extent to which the winners 
wanted to turn the page and distance themselves from a "sale guerre" (dirty war). This 
term is employed principally due to the use of torture by the French army during the 
conflict. However other atrocities were committed during the war, by both sides. Of the 
three types of publication that are to characterise the historiography of the Algerian war 
- "temoignages" (testimonies), "enquetes journalistiques" (studies using journalistic 
methods) and "etudes proprement scientifiques" (scientific work) - testimonies are the 
most numerous in this first period. They are not books written by Algerian authors since 
it is not until the end of the 1970s that such authors begin to write regularly on the 
Algerian war. PerviIIe identifies three political leanings as characterising the authors 
who wrote on the Algerian war in the two decades after the war - those who defended 
French colonial presence in Algeria, supporters of Algerian independence and those in 
the middle who wrote to justifY de Gaulle's politics - the first group publish the most. 
Examples of "temoignages pour la politique" are the books written by Nicolle, Susini, 
Ortiz, Loesch and Soustelle55. Accounts and testimonies are to dominate the 
53pERVILLE, G, "Le point sur la guerre d'Algerie", Historiens et Geographes, no. 293, February 1983; 
and "La guerre d'Algene dans les manuels scolaires de Tenninale", Historiens et Geographes, no. 308, 
March 1986. 
54pERVILLE, G, "Le point sur la guerre d' Algerie", Historiens et Geographes, no. 293, February 1983, 
~. 636. • 
5NICOLLE, P, I 'Algerie perdue, Paris, Ed. du Forum, 1965; SUSINI, I-I, Histoire de I 'OAS, Paris, La 
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historiography of the Algerian war for many years. Droz and Lever in 1982 in their 
bibliography noted that: 
Les acteurs franyais du drame algerien se sont montn:s d'une grande prolixite, mais 
rares sont ceux qui ont echappe au besoin de I' autojustification. 56 
1412 1968-1972 
Perville argues that the publications in this period move away from "temoignages pour 
la politique" towards ''temoignages pour I'histoire" which are less polemical. For 
Perville: 
De 1968 a 1972, l'historiographie de la guerre d'AIgerie change de nature. Elle cesse 
d'etre subordonnee a des buts politiques immediats. Non que tout le monde soit 
capable d' en parler sans passion, loin de la. Les apologies collectives et personnelles 
sont toujours aussi nombreuses. Mais eIles s'addressent desorrnais aujugement de la 
posteriorite, ou a celui de I 'Histoire. Leur ton est generalement plus detache.57 
"Temoignages pour I'histoire" are essentially memoirs such as those published by Cros, 
de Gaulle, Fouchet and Salan.58 These books are still often very partisan but are less 
controversial and more detached than those published before 1968. They are accounts 
of the actors' experiences during the war, and are essentially the material used when 
some of the later history of the Algerian war was written. This period is also important 
since it is at this time that the first "recits journalistiques" and also ''tentatives 
d' explication historique" are published. Perville accounts for such developments by 
pointing to the changing political climate: May 1968, O.A.S. amnesties, de Gaulle's 
retirement from the political scene, the publication of de Gaulle's Memoires d'espoir, 
and de Gaulle's death. In this way the Algerian war begins to cease to be an item of 
current affairs and to enter into the realm of history. 
Here we can see very clearly the way changes in society have influenced the history 
that is written on the Algerian war. A parallel can be drawn with the way factors in 
society dictate in different ways how the Algerian war is taught, as will be seen 
throughout this thesis. The "recits journalistiques" include Yves Courriere's La Guerre 
d'Algerie - which DrozlLever described as: "Une somme qui tient plus dujournalisme 
Table Ronde, 1963; ORTIZ, J, Mes combats, Paris, Ed. de la Pensee moderne, 1964; LOESCH, A, La 
Valise et le Cercueil, Paris, PIon, 1963; SOUSTELLE, J, L 'Esperance trahie, 1958-1961, Mayenne, Ed. 
de l'Alma, 1962. . 
56nROZ, B, LEVER, E, Histoire de la guerre d'Algerie 1954-1962, Paris, Le Seui!, 1982, p. 363. 
57pERVILLE, G, "Bibliographie critique sur la guerre d'Algene", l'Annuaire de l'Afrique du Nord, 1976, 
g.1349. 
8CROS, V, Le temps de la violence, Paris, Ed. Presses de la Cite, 1971; DE GAULLE, C, Memoires 
d'espoir: Le renouveau, Paris, PIon, 1970; FOUCHET, C, Au service du general de Gaulle, Paris, PIon, 
1971; SALAN, R, Memoires :fin d'un empire, Paris, Presses de la Cite, 1972-74. 
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que de l'histoire, mais qui repose sur une information orale de grande valeur,,59 - or 
Claude Paillat's Vingt ans qui dechirerent la France - described by DrozlLever as "Du 
joumalisme bien informe mais partisan,,60. Nonetheless, testimonies continue to 
dominate French historiography of the Algerian war in this period. Despite the changing 
political climate, the memory of the Algerian war is far from consensual as can be seen 
from the events surrounding the publication of Massu's La vraie bataille d'AIger61 
(1971) and the screening of Pontecorvo's film La bataille d'AIger. This film was first 
shown in 1970 in France in Coutances and then regularly shown in Paris in 1971, in a 
cinema whose windows were broken several times during this period. 
1 4 1 3, 1972 - Late 19705 
This third period in the historiography of the Algerian war, as described by Perville, is 
similar to the previous period in so far as the three gemes continue to be published 
("temoignages pour l'histoire", "enquetes journalistiques" and "etudes historiques 
proprement scientifiques") although the respective place of each becomes more 
balanced. But one change does occur in this period: Algerian authors also regularly 
publish work. For example, Commandant Azzedine's On nous appelait fellaghas 
(1976)62. This is especially true for the year 1980: Commandant Azzedine's Et AIger ne 
brUla pas63 ; Ferhat Abbas's Autopsie d'une guerre - L 'Aurore64 and Mohammed 
Harbi's Le FLN Mirage et Realite, des origines a la prise du pouvoir (1945-1962). 
A last point to note is the publication in English of work on the Algerian war: 
Home's A Savage War of Peace in 1977 (published in French in 1980) and Smith's The 
French Stake in Algeria in 1978. These were not the first pieces of work in English on 
the Algerian war but taken together were a significant step in the general move away 
from testimonies to actual history writing. It is important to note that these authors were 
not French. We can perhaps go much further and argue that there has been a major 
Anglo-Saxon contribution over time from people like Dorothy Pickles and David 
Gordon before the 1970s and then people like John Talbott and David Schalk later on. 
This concerns not only written work but also television history in so far as Peter Batty's 
documentary La Guerre d'Algerie was shown to French audiences before Stora et a!.'s 
Les Annees algeriennes. A parallel can be drawn perhaps with the historiography of 
Vichy and the ground-breaking work of the American historian Robert Paxton whose 
work on Vichy preceded that of French historians. In both instances Anglo-Saxon 
590p. cit., p. 358. 
60lbid., p. 358. 
61MASSU, J, La vraie bataille d'Alger, Paris, Pion, 1971. 
62 AZZEDINE, On nailS appelait jel/aghas, Paris, Stock, 1976. 
63lbid., Et Alger ne bnila pas, Paris, Stock, 1980. 
64ABBAS, F, Autopsie d'lIne guerre - L 'Aurare, Paris, Gamier, 1980. 
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historians have played a role in pointing to deficiencies in the history that had been 
written on these subjects which subsequently encouraged French historians to conduct 
more research. 
1 4 2 The Early 1980s 
The early 1980s are a key moment in the historiography of the Algerian war. Not only 
are books by Algerian authors published (Abbas, Azzedine and Harbi) but the first 
historical study of the Algerian war was published in French: Droz and Lever's Histoire 
de la guerre d'Algerie in 1982. Of the Algerian authors Harbi perhaps contributes the 
most to the historiography of the Algerian war due to his two books Le FLN, mirages et 
realites (1980) and Les Archives de la Revolution algerienne (1981). Droz and Lever 
described Harbi (1980) as "fondamental". As concerns Droz and Lever's Histoire de la 
guerre d'Algerie, Perville notes that: 
Le livre de Bemard Droz et d'Evelyne Lever est, en efTet, la premiere etude 
d'ensemble de nature proprement historique, publiee en France par des Fram;ais.65 
However it is important to note that this book was published in 1982 while the history 
of the Algerian war began to be taught in terminale classes in 1983. Furthermore the 
book was "une premiere synthese" rather than "une verite definitive". Nevertheless it 
broke dramatically with the publications of the previous twenty years. As Droz and 
Lever noted: 
[ ... ] pour beaucoup les passions restent vives et les protagonistes du drame 
s' emploient inlassablement depuis vingt ans a justifier leur choix. Si la sincerite de 
leur temoignage n'est pas en cause, il manque evidemment a l'objectivite 
necessaire.66 
Despite the importance of these books it is important to note that the historiography of 
the Algerian war was still, at this point, very poor. Perville, speaking in 1983 at "les 
Agoras Mediterraneennes" in Marseilles67, pointed to the absence of scientific debate 
on the war. Soulet, talking about "l'histoire immediate" in general (rather than just 
research on the Algerian war), wrote that: 
Malgre cette indeniable poussee, la recherche apparut, en ce debut des annees 
quatre-vingt, nettement insuffisante par rapport aux nouveaux besoins. Ce fut, en 
65pERVILLE, G, "Bibliographie critique sur la guerre d' A1gerie", I 'Anrmaire de l'Ajrique du Non/, 1982, 
p.937. 
660ROZ, B, LEVER, E, Hisloire de la guerre d'Algerie, Paris, Editions du Seui1, 1982, foreward. 
67pERVILLE, G, speaking at "Les Agoras Mediterraneennes" held in Marseilles 26-29 October, 1983, 
published in Hisloriens el Geographes, no. 308, March 1986. 
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effet, a cette epoque que le gouvernernent franyais decida de consacrer la totalite du 
programme des classes terminales a la periode posterieure a 1939. La plupart des 
enseignants, non prepares a l'universite pour traiter des questions 
ultra-conternporaines, eurent alors la desagreable impression que I' on mertait la 
charrue avant les boeufs, c'est a dire que l'on voulait faire enseigner une matiere qui' 
n'avait pas encore ete l'objet d'une recherche suffisante.68 
For the Algerian war, this situation was to continue until the end of the 1980s - the 
period when it was examined and discussed by scholars at international conferences. It 
is also during this period (late 1970sJearly 1980s) that research on the war in 
universities (measured in terms of production of theses) increased. GiBes Morin, at the 
M.ED.G.A. Conference, lists theses written on the Algerian conflict which fulfilled the 
following criteria: "ces theses portent clairement sur la periode de la guerre d' Algerie, 
en totalite ou partiellement". He gave figures up to 1992, and from 1992 to 1998 I have 
consulted a CD-ROM entitled "teletheses/doctheses". If we allocate the figures by year 
then we obtain the following results: 
1972 1 
1973 2 
1974 2 
1975 3 
1976 1 
1993 2 
1994 2 
1977 3 
1978 5 
1979 4 
1980 5 
1981 5 
1995 2 
1996 1 
Number of theses/year on the Algerian war 
1982 9 
1983 4 
1984 6 
1985 2 
1986 4 
1997 0 
1998 0 
1987 4 
1988 0 
1989 0 
1990 2 
1991 1 
1992 1 
It is very difficult to compare the figures the CD-ROM figures with Morin's because of 
the subjective nature of what to include. Specifically and directly on the Algerian war I 
would say the figures above are correct but, if we look at the slightly wider picture, then 
for the period 1992 to 1998 about seventeen theses were presented - which, for 
example, examine the colonial system and the origins of the war. The figures then 
become: 
1993 4 
1994 6 
1995 6 
1996 1 
1997 0 
1998 0 
The figure of seventeen theses was obtained from the CD-ROM by searching for theses 
which examined colonisation, post-1945 history or military history and which included 
the key word "Algerie" (since with the key word "guerre d' Algerie" no theses were 
68S0ULET, F, L 'Histoire immediate, Paris, Presses Universitaires de France, 1994, p. 120. 
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found). It is to be noted than neither in 1997 nor in 1998 were any theses found even 
though the CD-ROM was the December 1998 edition and claims to include all French 
theses published since 1972. 
As can be seen from the table above, at the end of the 1970sJearly 1980s the number 
of theses submitted increased and was relatively high until the end of the 1980s. It is 
interesting to note that students submitting theses at the end of the 1970s (if we assume 
that they were about 25 years old) would have been born about or after 1952 i.e. just 
before or during the Algerian war. Secondly, it would seem that about two thirds 
(forty-five of the sixty-five theses written before 1993) were written by students 
Gudging by their names) who, or whose parents, came from the Maghreb. Thirdly, 
certain universities played a more important role in the production of research on the 
Algerian war than others: Paris 7, "I 'Ecole de Hautes Etudes en Sciences Sociales" 
(E.H.E.S.S.), Paris 1, Grenoble 2 and Aix-Marseille 1 all produced at least five theses 
on the Algerian war. Surprisingly, the "Institut d'Etudes Politiques" in Paris (lE.P.) 
only produced one. This may be due to the role of different lecturers in universities who 
are directors of research. Recent years have not seen much research on the Algerian 
war, as will be argued below. However, although the years 1988 and 1989 saw no theses 
submitted in France on the Algerian war, these years were very rich in terms of 
conferences on the war. 
One book that certainly was groundbreaking in terms of research on the Algerian war 
was Haroun's La 7e wilaya, la guerre du FLN en France 1954-1962 published in 1986. 
It was described by Perville as the most important book on the Algerian war published 
that year since it was of a considerable size and it examined an area that had only 
previously been glimpsed at indirectly through work, for example, on the "porteurs de 
valise" (French people who in France helped the F.L.N.). 
1.4,3. The Late 1980s/Early 1990s 
The late 1980s and early 1990s are the second key period concerning significant 
advances in the historiography of the Algerian war - the first being the early 1980s. At 
the end of the 1980s a large international conference was held on the Algerian war, as 
were certain discussion groups at which academics debated the question ("tables 
rondes" in French). The "Institut d'histoire du temps present" (LH.T.P.), part of the 
C.N.R.S., created in the early 19805 to specialise in recent history, in December 1988 
organised a conference entitled "La Guerre d' Algerie et les Franyais", the findings of 
which were published by Fayard in 1990. This was the first time that such a conference 
had been held. The book included contributions by fifty-four authors and totalled about 
seven hundred pages on the Algerian war. It examined metropolitan public opinion and 
the war, the Republic and the war; the impact of the war on the French economy; the 
war and France's international standing and, lastly, the memory of the Algerian war. It 
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did not examine the Algerian war itself - in tenns of battles or events etc. - due to 
the lack of access to the necessary archives (very important as will be seen below). 
The proceedings of the two round tables also organised by the LH.T.P. that preceded 
this conference were published under the titles of La Guerre d'Algerie et les 
intellectuels franl;ais and La Guerre d'Algerie et les chretiens (both published in les 
Cahiers de I'IHTP in 1988 and later by other publishers). For Perville "I1 a prouve 
qu'une histoire de la guerre d' Algerie etait possible"69 and he rejoiced "i1 y a enfin du 
nouveau dans I'historiographie franyaise de la guerre d' Algerie"70. This comment can 
be interpreted as meaning that before 1988 there was no evidence showing it was 
possible to write a scientific history of the war, thereby highlighting how little scholarly 
work on the question had been written before 1988 and also showing the significance of 
the 1988 conferences. Why was it in 1988 that such a sudden progression in scholarly 
writing took place? Obviously the role of the LH. T.P. was central, as were certain 
historians. 
At the end of 1989 Alain-Gerard Slama wrote an article in Le Point which also gives 
us an idea of publications at this time on the Algerian war. In this article he pointed to 
the fact that "En quelques annees, le Sud a brutalement reinvesti les consciences,,71 and 
identified twenty-five books published in the year 1989 on the war, which he qualified 
as a record. However he also stated that: "Or, dans la masse d' ouvrages consacres au 
sujet depuis le debut de I'annee, ce qui est fort n'est pas neuf, et ce qui est neuf n'est 
pas fort.'>72 This article was however written just before the publication for the general 
public of the scholarly work mentioned above (which was original and of high quality). 
It might therefore underestimate the French contribution to writing on the Algerian war 
of the time. It does however show a certain "revej[" yet, beyond scholarly writing, one 
which was rather limited, or at least disappointed Slama. Why was there a new 
"opening of the old war wounds" that the title of his article makes reference to? Events 
in Algeria are often cited in explaining this "retour du refoule" that other commentators 
such as Robert Frank have identified. When explaining what in the present was bringing 
back such memories since the late 1980s (whereas before it had perhaps been easier to 
repress such memories), Stora argues that: 
C' est un double basculement qui expJique ce changement de situation. D'une part 
I' apparition des beurs, des Franco-Algeriens et des enfants de pieds noirs sur les 
bancs des universites, en pleine realite bien visible. Depuis 1985-1986, en gros. Et 
69pERVILLE, G, "Bibliographie critique surla guerre d' Algerie", I'Annuaire de f'Afrique du Nord, 1992, 
~. 96l. 
0lbid., p. 962. 
71 SLAMA, A-G, "La cicatrice ouverte", Le Point, no. 899, 11 December 1989, p. 18. 
72lbid., p. 18. 
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puis le toumant algerien de 1988. Voila I'Algerie revenue doublement en force en 
France, dans la memoire fran~aise. 73 
The faIJ-out from the late-1980s' conferences continued in the early 1990s, especiaIJy as 
1992 was the thirtieth anniversary of the end of the war. This period saw the film by 
Tavernier and Rotman La Guerre sans nom in cinemas; on French television Stora's Les 
Anmfes algeriennes; in bookstores Stora's La Gangrene et l'oubli, Histoire de l'AIgerie 
coloniale, lIs venaient d'AIgerie and Histoire de la guerre d'AIgerie. Two conferences 
were held in Paris, one entitled "Memoire et Enseignement de la Guerre d' Algerie" and 
the other "Les accords d'Evian". There were also the anniversaries of the end of the war 
and the events of October 17, 1961; as well as the beginning of the opening of archives. 
There was such an "opening" around 1992 that Benjamin Stora wrote that the work of 
grieving seemed to be finished due to the amount of film production on the colonial 
period.74 Stora in his article in Liberation (30 April-l May 1992) also talked of 
"l'homme du Sud" who it would seem has aIJowed this opening to take place in two 
ways: firstly in his country of origin by letting film makers actuaIJy work in Algeria and 
secondly in France by the research, film-making or book-writing of people whose 
parents came from Algeria and who have provided a lot of the impetus for studying this 
period of French history (by doing it themselves). 
~s concerns the 1992 opening, the granting of access to archives after the legal thirty 
year delay is particularly interesting. If we think about the writing of the history of the 
Algerian war, and more generaIJy what is caIJed "l'histoire immediate" or "l'histoire 
des temps presents" then it is important to reflect on the sources for this history. Since 
1992 certain archives have been opened, previously inaccessible due to the legal 
requirement in France that public arf:hives remain closed for thirty years. For example, 
on July 1, 1992, most of the military archives held in Vincennes were opened. In this 
way it is quite common after 1992 to read in I 'Annuaire de I 'AJrique du Nord comments 
such as "L'auteur retrace l'histoire de la guerre d'Algerie grace a l'acces recent aux 
archives militaires fran~aises" or "MobiIisant l'ensemble des documents disponibles, y 
compris les archives recemment ouvertes, l'auteur fait la lumiere sur [ .. .]" or "Le travail 
de documentation, qui s'appuie sur des sources variees, a ete faciIite par l'ouverture 
progressive des archives au public".75 However, we can note that archives are not yet 
completely (or even perhaps significantly) open. As an article in Le Monde in 1999 
shows 76, what has been published by the "Service historique de I' armee de terre" 
(S.H.A.T.) stops in 1954, since two volumes have been published: in 1990 the period 
73STORA, B, quoted by KAJMAN, M, in "L' A1gerie de la deuxieme memoire : Des historiens 
encombres", Le Monde, 17 March 1992, p. 15. 
74STORA, B, "Indochine, A1gerie, autorisations de retour", Liberation, 30 April-I May 1992, p. 5. 
75Respectively in l'Annuaire de I'AJrique du Nord 1993, p. 865; 1994, p. 1093; and 1995, p. 1096. 
76 "La memoire enfouie de la guerre d'A1gerie", Le Monde, February 5,1999, pp. 1 and 9. 
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1943-1946, and in 1999 the period 1946-1954. The latter volume is entitled La Guerre 
d'Algerie par les documents and includes a little over one thousand pages. The article 
therefore announced that: "L'armee de terre ouvre ses archives militaires secretes 
jusqu'en decembre 1954"77. Nothing has therefore yet been published by the S.H.A.T. 
on the crucial period ofthe war itself. 
Anniversaries of the end of the Algerian war have always led to a sharp increase in 
the number of publications. For example PervilIe identifies ten works on the Algerian 
war in 1970, ten in 1971, seven in 1973 yet twenty-eight in 1972 for the tenth 
anniversary of the end of the war7S. 1982 was also a rich year in terms of publications 
and the 30th anniversary of the end of the war was no different. The 30th anniversary of 
the events of October 17,1961, was the first time that this "massacre non-reconnu", in 
the words of Stora, was examined in the media. This was perhaps in large part achieved 
by the publication of Einaudi's book La Bataille de Paris and the film Le Silence du 
jleuve. The role of certain scholars is also important - at the beginning of the 1990s 
Stora stands out by the number of books he published and the T.Y. programme he 
produced. He was perhaps one of the more visible historians of the Algerian war but 
was not the only person to be working on it around then as La Guerre d'Algerie et les 
Franr;ais (1990) and numerous other publications show. 
1.4.4, Post-1992 
Has the "opening", in terms of significant progress, that took place concerning the 
writing of the history of the Algerian war at the end of the 1980s and beginning of the 
1990s been continued since then? By continued, I mean have there been more 
publications in the years since 1992 than there were, for example, in the mid-1980s and, 
more importantly, what sort of work is being published - have there been many high 
quality original historical analyses of the Algerian war in recent years and have there 
been more international conferences? In my opinion, progress is still taking place but is 
back to the rather slow pace that charac~ses the historiography of the Algerian war 
(except for the acceleration seen at the end of the 1980sJearly 1990s). Perhaps this is 
less due to the number of publications in France than to the quality of such work. 
Mauss-Copeaux, in her book on Les Appe/is en Algerie, remarks that: 
La memoire de la guerre d' Algerie semblait definitivement liberee de la chape du 
silence qui le recouvrait. Cependant, ces initiatives provoquees en grande partie par 
la commemoration de I'anniversaire, n'ont pas fait disparaitre le 'syndrome 
algerien'.79 
77Ibid., p. I. 
7SpERVILLE, G, "Bibliographie critique sur la guerre d' Algerie", l'Allnuaire de l'Ajrique du Nord, 1976. 
79MAUSS-COPEAux, C, Les Appe/es ell Algerie: la parole cOlljisquee, Paris, Hachette, 1999 p. 7. 
32 
Furthennore, we will see throughout this thesis the way in which this "opening" in the 
memory of the Algerian war was actually accompanied by a major reduction of the 
place of the conflict in the French terminate history programme. The question of the 
amount of original research on the war in recent years is a very important one. However 
this is one aspect of this section that is limited since I have not been able to 
systematically examine publications in 1998 or 1999. Also, Perville stopped 
contributing to t 'Annuaire in the early 1990s and other contributors have replaced him 
which makes comparing post-1992 and pre-1992 difficult, again because of the question 
of which books to include. It would seem that in 1993 there were twenty-five 
publications on the Algerian war, eighteen in 1994, thirteen in 1995, twenty in 1996 and 
eight in 1997. 
There were therefore numerous publications on the Algerian war; more importantly 
the vast majority (leaving aside the question of their relative worth) were what Perville 
would have called "etudes historiques proprement scientifiques". It would appear 
therefore that the trend away from testimonies/memoirs towards scholarly research has 
continued since 1992. There have not however been many Ph.D. theses submitted in 
France on the Algerian war (as was seen above), nor have there been many conferences. 
To the .!>est of my knowledge the only major conference in recent years which examined 
the Algerian war was "La Guerre d'Algerie et les Algeriens" in March 1996, at which 
eight Algerian historians and eight French historians participated. Thus one may say 
that publications continue unabated and that the trend is towards the writing of history; 
but this writer finds that, echoing what Slama said in 1989, a lot of what is new and in 
French is neither particularly original nor strong. Nonetheless, certain publications in 
recent years have been fascinating and progress is being made albeit slowly. 
Perhaps more problematic than the possible lack of strong original research is the 
argument that it is impossible at present to actually write the history of the war. This is 
a stance repeatedly taken by Charles-Robert Ageron. In 1992, in the proceedings of the 
M.E.D.G.A. Conferenceso, he published a contribution entitled "Une histoire de la 
guerre d' Algerie est-elle possible en 19921" In this contribution he stated that "[ ... ] il 
n'est pas encore possible de rediger cette histoire."Sl Ageron justified this view by 
pointing to the fact that the Algerian war is still a sore point which generates a lot of 
passion despite the passing of time. He also shows the importance of written sources in 
history and thought that in 1992 the amount of written documents that had been made 
accessible to the public was insufficient. For him it is imperative to study written 
documents which are dated rather than to base history on oral sources which give a 
posteriori justifications. As he states; 
SOla Ollerre d'Algerie dans I'enseignement en France et en Algerie, Paris, CNDP, collection Documents, 
actes et rapports pour I'education, 1993. 
Sl lbid .• p. 155. 
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Or, pour rediger une Histoire de la guerre d' Algerie scientifiquement acceptable, ni 
les memoires individuelles, ni les films d'actualite, ni les emissions de radio ou de 
television ne fournissent un materiau suffisant. [ ... ] L'historien doit avoir a sa 
disposition des archives privees et surtout puhliques, archives militaires, 
diplomatiques, politiques et administratives.82 
Thirdly, he shows that on the Algerian side there are and have been too many obstacles 
to writing history. Only a part of the story had been discovered by 1992 with the 
publication of work by Harbi and Haroun. To highlight the difficulty of writing a history 
of the Algerian war Ageron chose to give the example of figures for deaths during the 
war - which is an area that has proved notoriously difficult to evaluate. 
Also of concern, in my opinion, is that certain other areas of the history of the war 
have still not been written in many senses. Areas of discord, to take just a few 
examples, include what happened in Paris on October 17, 1961. Although historians 
tend to universally refute the "official version" given by the French authorities at the 
time, it is more difficult to say exactly what happened - to such an extent that Papon 
recently took the historian Jean-Luc Einaudi to court for defamation, as described 
earlier. The question of the extent of the use of torture is also an area of the war that is 
difficult to describe with precision. Many examples could be given, often concerning 
the less glorious, most occulted events in the war. It is obvious that in any war it is 
never easy to examine such questions and that the Algerian war is no different. Clearly, 
the memory of such parts of the war is still extremely difficult to face for different parts 
of French society which has made writing the history of elements of the war impossible 
until now. 
In 1996 a "table ronde" was organised in Paris entitled "La Guerre d' Algerie et les 
Algeriens 1954-1962" at which sixteen scholars spoke - eight French and eight 
Algerian. The proceedings of this meeting were published a year later83 . In the preface 
Ageron again addressed the subject of the difficulties of writing a history of the 
Algerian war. He was still arguing in favour of the need for a "scientific history" of the 
war. He was somewhat more positive in terms of the possibilities of writing a definitive 
history of the war due principally to the opening of archives which had already led to 
progress being made in the historiography of the war. However he finished on what was 
still a fairly negative note: 
Parce que nous historiens fran9ais avons l' experience des longs efforts qui furent 
necessaires avant d'aboutir a un traiternent impartial des guerres franco-allemandes, 
82 AGERON, C-R, "Une histoire de la guerre d' A1gerie est-elle possible en 19927", in La Guerre 
d'Algerie dallS I'enseignemenl en France el en Alg.rie, Paris, CNDP, collection Documents, actes et 
r":!'ports pour I'education, 1993, p. 155. 
8 AGERON, C-R (ed.), La Guerre d'Algerie elles Algeriens 1954-1962, proceedings of the round table 
26-27 March 1996, Paris, Arrnand CoHn, 1997. 
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nous savons que I'heure n'est pas venue oil I'on pourrait ecrire une histoire de la 
guerre d' Algerie qui serait acceptee par tous les Algeriens et par tous les Franyais.84 
It is also possible to compare what Stora wrote in 1992 and in 1996. As was mentioned 
above, Stora writing in 1992 talked of a significant opening (in terms of images of the 
war) and spoke of a possible end to the long period of grieving since the war. However 
in 1996, he wrote that this was merely a cruel illusion. 85 
To conclude this section, the historiography of the Algerian war has certainly 
developed over the last four decades. It is possible to identify key periods in the writing 
of the history of the Algerian war and key works published on it which have 
significantly enriched our knowledge of different aspects of the war. Notably there has 
been a trend to gradually move away from testimonies and memoirs towards scholarly 
writing on the Algerian conflict. However this has been a long and difficult process 
which is to date far from finished. There are still considerable areas of the war that we 
know little about and where it is impossible to identify what exactly happened. It is 
perhaps possible to say that the memory of the war still tends, in certain areas, to 
overshadow the history of the war. Perhaps most worrying is the current lack of 
research on the war, measurable in terms of conferences and PhD. theses in France. In 
terms of my thesis on the teaching of the Algerian war it is important to note the limited 
state of knowledge on the war when it began to be taught in terminate classes in 1983. 
Furthermore we can note the advances in our state of knowledge since then and see 
whether such advances have been translated into changes in the type of knowledge 
which is transmitted in schools. The findings of this thesis would tend very much to 
show the opposite. Rather than advances in knowledge about the war leading to more 
aspects of the war being able to be taught, it would seem that less and less is being 
taught in history lessons in schools on this subject. Moreover, as shown here, the 
difficulty of writing the history of the Algerian war is accompanied by difficulty in 
teaching its history. 
1.5. Theoretical Reflections on Memory 
My aim in writing this section on memory-related sources is to provide a synthesis of 
the literature that is available on memory, not just on French memory of Algeria, but on 
social or collective memory in general. It is therefore an attempt to provide a theoretical 
framework for my empirical research on the transmission of the memory of the 
84Ibid., p. 4. 
85STORA, B, "Quelques rt\flexions sur les images de la guerre d' AJg"rie", in AGERON, C-R (ed.), La 
Guerre d'Algerie elles AlgMells 1954-1962, Paris, Armand Colin, 1997, p. 339. 
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Algerian war carried out in Lyons. This section should present the broad schools of 
thought that exist as concerns memory and it should also provide an idea of the ways in 
which focuses of enquiry have developed over time. In terms of the organisation of this 
section, we can begin by identifying the main disciplines which are linked to memory; 
then examine the findings and conclusions of work conducted on memory and 
forgetting; thirdly outline the crucial link between memory and nationhood; and lastly 
begin to study the relationship between education and memory. 
The first point to be made is that the study of memory is interdisciplinary, which 
provides the opportunity to form a very rich theoretical understanding of this concept. 
The interdisciplinary nature of the work conducted on memory is well expressed in the 
following quotation by David Thelen in The Journal of American History: 
At one end of the spectrum are psychological issues of individual motivation and 
perception in the creation of memories. At the other end are linguistic and 
anthropological issues of how cultures establish traditions and myths from the past to 
guide the conduct of their members in the present. While history touches both ends 
of the spectrum, its concerns fall most comfortably on points between those ends.86 
The sources consulted for this thesis, which are given in the final bibliography, reflect 
this "spectrum" that David Thelen identifies. They could be divided into the following 
broad categories: PsychologylPsychoanalysis; History; Philosophy; and Cultural 
StudieslLiterature. This division is designed solely to show the variety of research 
conducted, since it is difficult to divide the authors into such categories given that some 
of their work falls into more than one of the groups. It would therefore be fair to say 
that the sources are not only interdisciplinary but also multi disciplinary. 
Having identified the variety of disciplines that are involved in the study of memory, 
let us now turn to the findings and the conclusions of these books and articles. The 
logical starting point is the work of Maurice Halbwachs which, as will become clearer 
below, can be linked to much contemporary research. Halbwachs invented the term 
"collective memory" and founded the discipline of the sociology of memory, which 
explains why his work is central to much of the research that has followed. His work is 
of interest since he examines both individual memory and collective memory in La 
Memoire collective and Les Cadres sociaux de la memo ire. The title of this latter work 
is a good starting point to examine his findings. The two key words are "cadres" and 
"sociaux", both of which need to be explained. "Cadres" are described for man as "les 
c10us avec lesquels il fixe ses souvenirs,,87 and as the organisers of our memory. They 
"enframe" our memory. They are language, time and space. These three "cadres" are 
86THELEN, D, "Memory and American History", The Joumal of American History, vol. 75, no. 4, 
March 1989, p. 117. 
87HALBWACHS, M, Les Cadres sociaux de la memoire, Paris and The Hague, Mouton, 1976 (orig. 
1925), p. xxIII. The use of the pronoun uil" (he) refers to a man in the original text. 
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quoted by Jean-Pierre Rioux in his essay "La flamme et les bUchers" with regard to the 
memory of the Algerian war. Language in this respect consists of euphemisms like "une 
guerre sans nom", "operations de maintien de I' ordre" and "rebellion" which deny the 
existence of a war and therefore hinder its remembrance. Time is problematic for 
memory since there are problems dating events in the war. Space is equally lacking due 
to the absence of hauts lieux and since "L' Algerie demeure lointaine, peu ou mal 
montree,,88. 
These three "cadres" (although Halbwachs indicates the possibility of others) are 
very important in order to understand the factors that enable us to remember, but I feel 
that the insistence on "sociaux" is ultimately the most important of Halbwachs' 
findings, since this is a belief that now divides the psychology community into two 
schools of thOUght. Halbwachs maintained that there is a social dimension to memory in 
part since people rely on the memory of others to provide confirmation of their own 
memories. It is also social since our individual memory is influenced by the group we 
belong to: "[ ... ] se souvenir pour un individu c'est reconstruire son passe en partant des 
cadres sociaux presents de son groupe"89. It is in society that we find the ways to 
remember. Those who effectively follow Halbwachs constitute the "social 
constructionist" school - members of which include Michael Billig, David Edwards 
and Derek MiddIeton. The other school of thought is the "cognitive" school (which was 
for a long time, and perhaps still is, the main focus of enquiry), which examines 
memory strictly in terms of the individual. It seems to me that the "social 
constructionist" school is becoming more and more influential and that this type of 
social approach is of fundamental importance to my research since this project is 
focused on transmission of memory from generation to generation via education. This 
kind of memory is therefore very social in nature. Indeed, a Halbwachsian theory of 
memory, when taken at the collective level, can be seen to be one in which memory 
contributes to provide necessary unity in society. This view originally comes from 
Durkheim. We will see in this thesis concrete examples of this role of memory. 
The basic premise of the "social constructionist" school is that it is necessary to view 
"remembering and forgetting as inherently social activities"90, since remembering is 
seen as "une activite sociale, qui passe par le discours et qui se construit en relation 
avec d'autres individus"91. Memory is constructed, not reproduced. The reason that 
"social constructionist" psychologists are grouped here with Maurice Halbwachs is the 
insistence on the "social" aspect of memory, but also due to the focus on speech which 
reminds us of the "cadre" of language identified by Maurice Halbwachs. Billig, 
88Ibid., p. 501. 
89NAMER, G, in the postface to HALBWACHS, M, Les Cadres sociallx de la memoire, Paris, Albin 
Michel, 1994, p. 321. 
9~DLETON, D, EDWARDS, D, Collective Remembering, London, Sage, 1990, p. 1. 
91BILLIG, M, EDWARDS, D, "La construction sociale de la memoire", La Recherche, no. 267, 
July-August 1994, vol. 25, p. 742. 
37 
Middleton and Edwards explain in depth their interest in language by pointing to the 
fact that the difference between the memories of animals and humans is that the latter 
can remember events which they did not experience personally - via language. As will 
be seen later, this fact is very important as concerns memory and education. They argue 
that remembering is an "epistemological enterprise"92, and they examine the interaction 
between people as a determining factor in memory. Their methodology therefore 
includes conversational and discourse analyses, and their corpus includes observing 
members of a family recall the Royal wedding of Prince Charles and Lady Diana. They 
conclude that: "Les souvenirs sont done produits d'une maniere d6terminee par 
l'interaction actuelle au sein de la famille,,93. For this reason one might argue that their 
view of memory can loo~ly be associated with a kind of pluralist model of collective 
memory in which different groups, at the collective level, compete to influence memory 
in the same way members of a family interact and produce memories. We will see 
concrete examples of the influence of groups on memory in this thesis. 
The last point for the moment concerning Maurice Halbwachs and the "social 
constructionist" school of psychology is their view of the present in the determination 
of memory. As Gerard Namer points out: 
Le fil rouge qui parcourt son livre est que le souvenir est une reconstruction du passe 
a partir de la representation qu'un groupe a de ses interets actuels.94 
In this way, adopting a social approach consists of refusing to view memory as 
"stocking" and "encoding" in an individual's head - as Halbwachs argued against 
Henri Bergson's description of a "une mernoire pure, individuelle, en images,,95 - by 
pointing to the present production and construction of memory. David Thelen resumes 
these views as follows: 
The starting place for the construction of an individual recollection is a present need 
or circumstance [ .. .]. Since an individual's starting points change as the person grows 
and changes, people reshape their recollections of the past to fit their present needs 
[ ... ] and select from the present material that supports deeply held interpretations 
from the past. 96 
920' 9 p.Clt., p. . 
93BILLIG, M, EDW ARDS, D, "La construction soeiale de la memoire", La Recherche, no. 267, 
July-August 1994, vol. 25, p. 744. My use ofitalics. 
9"NAMER., G, "Quand la societe batlt son passe", Sciences Humaines, no. 43, October 1994, p. 29. My 
use of italics. 
95NAMER., G, in HALBWACHS, M, Les Cadres sociaux de la memoire, Paris, AIbin Michel, 1994, p. 
321. 
96TI!ELEN, D, "Memory and American History", The Journal of American His/ory, vol. 75, no. 4, 
March 1989, p. 1121. 
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This also applies to groups. Halbwachs argued, for example, that religious collective 
memo!), was a reconstruction of the past to satisty present needs: 
La memoire collective religieuse est une reconstruction du passe en fonction des 
besoins du temps present. Elle permet aux dogmatiques de percevoir le passe de 
fa90n rationnelle et aux mystiques de I'interpreter de fa90n affective. 97 
Halbwachs also shows class collective memo!), to be a response to present needs in so 
far as it acts as an ideology that justifies conflict with other groups. Before moving on 
to the sources which deal with "forgetting" as opposed to "remembering", let us recap 
the findings of the research quoted thus far, and reflect on its value to my project. 
Firstly, there is the notion of "cadre" which provides us with three factors that can be 
examined in order to study memo!),. Secondly, the notion of a "social approach" vastly 
increases the scope of research away from the individual biological issues and 
computer-simulated models of the brain towards groups of people and their interaction 
(of particular importance to public memories and education). Thirdly, "the present" 
must be examined in terms of "a person's motives or biases or mood or audience,,98 
rather than simply in terms of its distance from the event to be remembered. In order to 
build on these initial points, it is possible to examine the concept of remembering from 
a different angle: that of forgetting. 
As a glance at my bibliography shows, there has been considerable academic interest 
in "I'oubli": for example, the collection of essays Usages de I'oub/i, the special issue of 
the review Communications dedicated to "La memoire et I' oubli" and that of Le Genre 
Humain on "Politiques de l'oubli". The reason that "memo!)''' and "forgetting" can be 
treated in different sections of this paper is mentioned by Paul-Laurent Assoun in his 
essay on Sigmund Freud: 
[ ... ] le <souvenir> et I' <oublier> doivent etre penses dans leur coherence 
(Zusammenhang), comme deux faces d'un meme 'phenomene'. Il s'agit de 
s' arracher a la conception de I' oubli comme simple privation de souvenir : il faut 
parvenir a une pensee complete de ce phenomene composite.99 
. Sigmund Freud's theories are also ve!), useful for reflections on forgetting and the 
"subconscious", albeit focused on the individual. He introduces the idea of refoulement 
which becomes of central importance to work on the memo!), of the Algerian war. 
Robert Frank insists on the question of refoulement and occultation by stating that the 
memo!), of the war is a "selective memo!)," and that the Algerian war is not a forgotten 
97NAMER, G, "Quand la societe batlt son passe", Sciences Humaines, no. 43, October 1994, p. 31. 
980p. cil., p. 1121. 
99 ASSOUN, P-L, "Le sujet de I'oubli selon Freud", Communications, "La Memoire et I'oubli", no. 49, 
1989, p. 98. 
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war, unlike the war in Indo-ChinaIOO. Reading Frank's contribution in La Guerre 
d'Algerie et les Fran9ais, perhaps we can identifY a difference between occultation, 
which seems to be an act (maybe by government authorities) to hide something, and 
refoulement, which is possibly more a question of individual difficulty or refusal to 
remember. Freud speaks of forgetting as a "sort of security" and a "narrative failure" 
and, as Assoun states, concludes that: 
L'oubli s'instaure ainsi dans I'apres-coup d'un recit impossible: c'est en effet faute 
de pouvoir (se) raconter que le sujet choisit I'oubli. L'oubli n'est donc pas 
exactement le contraire du souvenir : c'est le destin d'un recit impossible du 
souvenir. 101 
Freud also introduces the idea of the "work of grieving", which shows us how difficult 
remembering can be. This idea also implies that what is repressed should be brought out 
into the open. We will see in this thesis concrete examples of the way the memory of 
the Algerian war can be said to be repressed in so far as there is no dialogue on the 
subject, and since it is repressed one can argue it is problematic for French society. 
Freud argued that if what is repressed is not brought out into the open it is 
unconsciously repeated. Grieving can be seen to be a process of dialogue and not 
silence on a subject. This is a difficult process that involves suffering. It involves 
accepting death or loss of a person or a thing. If there is no "work of grieving" then 
there is repression. In this way after the "work of grieving" there can be memory. 
A different approach to forgetting is given by Gianni Vattimo in his essay on 
Friedrich Nietzsche, some of the ideas of which are supported by the lecture of Ernest 
Renan "Qu'est-ce qu'une nation?" (1882) which is published in Homi Bhabha's Nation 
and Narration. The arguments of both Nietzsche and Renan effectively introduce the 
third part of this section: the link between memory/forgetting and the nation. Vattimo 
examines Nietzsche's Second Untimely Meditation (1874) which reflects on 
historiography and on the historicist movement which developed rapidly during the 
nineteenth century - thereby examining "I'utilite et le dommage de I'histoire pour la 
vie"102. Nietzsche concludes that there is too much focus on history, which leads to 
forgetting becoming very difficult or impossible, which in turn rules out what he caIIs 
an "oubli createur". In effect "I'homme du XIXe siecJe souffre d'une maladie 
historique" I 03. The relationship between life or society and forgetting is of fundamental 
importance to my research as is the link between historiography and memory. Ernest 
10OpRANK, R, "Les troubles de la m.moire franyaise", in RIOux, J-P (ed.), La Guerre d'Algerie etles 
Frant;ais, Paris, Fayard, 1990, pp. 603-608. 
1010p. cit., p. 102. 
102VATTIMO, G, "L'impossible oubli", in Usages de I 'oubli, Contributions from YosefH. YerushaImi, 
Nicole Loraux et aI., at the conference held in Royaumont, Paris, Le SeuiI, 1988, p. 77. 
103Ibid., p. 77. 
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Renan can also be of use in understanding these relationships. Writing at the same 
epoch as Nietzsche (which is very instructive as concerns the intellectual climate at the 
end of the nineteenth century), his view concurs that forgetting is necessary: 
Forgetting, I would even go so far as to say historical error, is a crucial factor in the 
creation of a nation, which is why progress in historical studies often constitutes a 
danger for [the principle ot] nationality. 104 
Renan's argument reinforces the views ofNietzsche and also introduces the central idea 
of "nationality" and memory/forgetting which is examined in more depth below. Again 
we can see the way collective memory can be seen to be a sort of necessary glue for 
society. This can involve forgetting certain memories to create cohesion in the present. 
People develop a shared identity through shared memories. In this way collective 
memory can be argued to be essential to the integrity of a community. Before moving 
on to this crucial subject, we can once again summarise the main points, this time as 
concerns "l'oubli". Firstly, Freud's research shows us the importance of studying 
forgetting as more than simply not being able to remember. Secondly, Freud's focus on 
the idea of refoulement (stemming in part from his insistence on the individual's 
subconscious) provides a framework within which the difficulty to remember and what 
he calls "narrative failure" can be applied to the object of remembrance. It also 
introduces differences in terms of terminology between oubli and refoulement or 
occultation which have been developed by contemporary historians such as Robert 
Frank. Lastly, there is what may perhaps be called a "philosophical" school of thought 
which presents the argument of forgetting being necessary to a nation. Nietzsche and 
Renan were instrumental in the development of this idea, which has been examined 
more recently by Yosef Yerushalmi in Usages de I 'oub/i. He focuses on the necessity of 
forgetting and summarises the problem by introducing the following questions, which 
he feels remain unanswerable at present: 
[ ... ] si nous avons besoin et de nous souvenir et d'oublier, ou devons-nous tracer la 
frontiere? Nietzsche nous est ici de quelque utilite. Dans queUe mesure avons-nous 
besoin de l'histoire? Et quelle sorte d'histoire? De quoi devrions-nous nous souvenir, 
que pouvons-nous nous autoriser a oublier?IOS 
Let us now examine in more depth the link between memory and the nation. Having just 
examined the arguments of Nietzsche and Renan, the sources for this topic consist 
essentially of Ben edict Anderson, Homi Bhabha, Eric Hobsbawm and David Lowenthal. 
104RENAN, E, "What is a Nation?", reproduced in BHABHA, H, Nation and Narration, London, 
Routledge, 1990, p. 11. 
105YERUSHALMI, Y, "Retlexions sur I'oubli", in Usages de Z'oubli, Contributions from YosefH. 
Yerushalmi, Nicole Loraux at the conference held in Royaumont, Paris, Le Seuil, 1988, p. 9. 
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This is a vast area of study, but it would perhaps be logical to begin by outlining the 
historical perspective of the nation and the way in which relationships to the past have 
developed - which both Benedict Anderson and David Lowenthal examine in depth. 
To summarise Lowenthal's findings, he traces what he caIIs the "modern impulse to 
preserve"106 back to the Renaissance, by underlining "the Renaissance perception of a 
classical antiquity sharply distinguishable from, and superior to, the recent past"107 
which led to the appreciation and the emulation of classical times. Throughout the 
sixteenth and seventeenth centuries the rise of modern science brought with it 
rationalism which culminated in the Enlightenment and the removal of superstition 
through appeals to abstract reason, which considerably changed relationships to the 
past: destruction replaced appreciation. However, the nineteenth century saw the rise of 
historicism, which again had important consequences in terms of attitudes to the past. 
Lowenthal concludes that: 
Not until the early nineteenth century did Europeans and Americans strongly identify 
themselves with their material heritage, and only within the past half-century have 
most countries come to promote preservation as a positive public programme. I 08 
Benedict Anderson adopts a similar approach, albeit based on nationalism and not on 
preservation, in terms of identifying a time-frame and factors which explain relatively 
new conceptions - these new concepts now refer to "the possibility of imagining the 
nation" rather than to historical preservation. As he states: 
[ ... ] nationalism has to be understood by aligning it not with self-consciously held 
political ideologies, but with the large cultural systems that preceded it, out of which 
- as well as against which - it came into being. 109 
Anderson's Imagined Communities provides a fascinating account of how it became 
possible to "imagine the nation". For the purposes of this section, it is impossible to 
examine his argument in depth, rather we can focus on the parts of his work that are of 
central importance to memory. His work is important in so far as it draws attention to 
the fundamental changes of recent centuries which have modified human relationships 
to the past and to the nation. More importantly, he introduces the concept of an 
"imagined community" and explains what "belonging to a nation" consists of, which 
provides the link to memory/forgetting. Lastly, his work elucidates the complex 
question of the age of nations - as does research by Homi Bhabha and Eric 
Hobsbawm. Anderson expresses this idea as foIIows: 
1°6r.OWENTHAL, D, Our past before us: Why do we save it?, London, Temple Smith, 1981, p. 11. 
107Ibid., p. 10. 
108Ibid., p. 17. 
109ANDERSON,B,lmaginedCommullilies, London I New Yotk, Verso, 1991 (orig. 1983), p. 12. 
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If nation states are widely considered to be 'new' and 'historical', the nations to 
which they give political expression always loom out of an immemorial past and [ ... ] 
glide into a limitless future. I 10 
To my mind, this link between the past (and therefore memory/forgetting) and the 
nation is of central importance to my research on the memory of the Algerian war. 
Homi Bhabha supports Anderson's argument by stating that "nations lose their origins 
in the myths of time"l1I and Eric Hobsbawm bases his work on the link between 
tradition and the nation by formulating the concept of "invented traditions". 
"Traditions" are seen to be practices "which seek to inculcate certain values and norms 
of behaviour by repetition" 112 which use the past to "structure" life, and they are 
"invented" since "continuity with the past is largely factitious" 113. The book The 
Invention of Tradition includes several contributions which examine different uses of 
"invented traditions", but the section that is the most relevant to this project is that by 
Eric Hobsbawm (Mass-Producing Traditions: Europe, 1870-1914) and especially the 
example of the French Third Republic. This is a fascinating account of how the Third 
Republic was "maintained" and "safeguarded" by reference to the past, and more 
precisely to the French Revolution. Hobsbawm cites three major uses of invented 
traditions, which are: primary education, public ceremonies and public monuments. We 
will deal with his argument as concerns primary education below, since it clearly links 
memory and education. Public ceremonies were used to foster invariance by reference 
to the past and included BastilIe Day (as of 1880): 
It combined official and unofficial demonstrations and popular festivities -
fireworks, dancing in the streets - in an armual assertion of France as the nation of 
1789, in which every French man, woman and child could take part. I 14 
In this way, a public ceremony was invented in 1880, nearly a hundred years after the 
Revolution, which strengthened the Third Republic and the nation against its 
adversaries (anarcho-syndicalists and the Right) by celebrating its origins. Other public 
ceremonies that performed the same role were world expositions, highlighting technical 
progress and the French Empire (perhaps the colonial exposition of 1931, albeit much 
later, would be the apogee of such expositions). However, public ceremonies were not 
the only "invented tradition", since they were accompanied by the mass production of 
public monuments: 
11 0Ibid., p. 11. 
I11 BHABHA, H, Nation and Narration, London, Routledge, 1990, p. I. 
112HOBSBAWM, E, RANGER, T (eds.), The Invention of Tradition, Cambridge, Cambridge University 
Press, 1992, p. I. 
I !3Ib·d 2 1 ., p. . 
114Ibid., p. 271. 
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The major characteristic of French 'statuomania' was its democracy, anticipating 
that of the war memorials after 19 I 4-18. It spread two kinds of monuments 
throughout the cities and rural communes of the country: the image of the Republic 
itself (in the form of Mariarme which now became universally familiar), and the 
bearded civilian figures of whoever local patriotism chose to regard as its notable, 
past and present. 115 
To these two main "inventions of tradition" (and the third, in the form of primary 
education, which will be examined later) ofthe early Third Republic can be added other 
forms of reference to the Revolution: the tricolour, the Republican monogram (R.F.), 
the Marseillaise and the Republican motto (liberty, equality, fraternity). All of these 
phenomena, when examined in depth, provide a striking example of how history can be 
used to strengthen a nation. At present, we can turn to the last part of this section which 
reinforces the link between memory and the nation by focusing on education and 
memory - indeed, the relationship between education, memory and the nation is 
clearly shown in the French Third Republic in so far as it is referred to as La 
Republique des Instituteurs. 
The reason that we need to examine the question of education in depth is that this 
Ph.D. project examines the place of the Algerian war in the French education system. In 
terms of the link between memory and education, five of the nineteen sources studied 
for this section make reference to this crucial question. Of the five sources that deal 
with the link between memory and education, let us begin with Y osef Yerushalmi who 
explains that memory effectively consists of the transmission of the past from 
generation to generation. In his fascinating essay on the Jewish people and memory, by 
selecting texts from the Torah, he states that Jewish people were "des recepteurs 
attentifs et de superbes transmetteurs" 116 of memory, which is of crucial importance 
since: 
[ ... ] quand nous disons qu'un peuple 'se souvient', disons-nous en realite d'abord 
qu'un passe a ete activement transmis aux generations contemporaines [ ... ] 
qu'ensuite ce passe transmis a ete reyu comme etant charge d'un sens propre. En 
consequence, un peuple 'oublie' quand la generation detentrice du passe ne le 
transmet pas a la suivante, ou quand celle-ci rejette ce qu'elle a reyu ou cesse de le 
transmettre a son tour [ ... ].117 
One of the ways in which this transmission takes place is education. The collective 
memory of the Algerian war depends to some extent on the active transmission by 
11 5Ibid., p. 272. 
116YERUSHALMI, Y, "Reflexions sur I'oubli", in Usages de l'ollbli, Contributions de YosefH. 
Yerushalmi, Nicole Loraux, Gianni Vattimo et al., au colloque de Royaumont, Paris, Le Seuil, 1988, p. 13. 
117Ibid., p. 11. 
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teachers of the curriculum and whether the past is received by younger generations. 
Indeed Yerushalmi describes Jewish transmission of memory as the transmission of the 
Torah, which he reminds us itself means "teaching", "education" or "lesson" (in French 
he uses the word "enseignemenf') taken in their widest meaning. Furthermore, the 
Torah was taught at Yabneh, an academy in Israel, and we can note that: 
"L'enseignement inclut une bonne partie d'histoire". This however was not all history, 
only history that could be integrated into the value system of the halakhah, the Law/the 
Way ("Loi" in French); the rest was forgotten. As Yerushalmi states: 
[ ... ] halakhah, c'est donc le chemin sur lequel on marche, la Route, la Voie, le Tao, 
cet ensemble de rites et de croyances qui donne a un peuple le sens de son identite et 
de sa destination. Du passe ne sont transmis que les episodes que I' on juge 
exemplaires ou edifiants pour la halakhah d'un peuple telle qu'elle est vecue au 
present. Le reste de 'l'histoire' - risquons l'image - bascule dans le fosse. 118 
Michael Billig and Derek Edwards also insist on the importance of education to 
memory and explain the importance of the teacher in this process: 
De meme que les parents, les enseignants orientent la rhetorique de la memoire des 
enfants, qui ne porte pas seulement sur l'utilisation d'un langage descriptif adapte 
mais aussi sur la maniere de passer au crible et de distinguer ce qui est pertinent et 
possede une valeur explicative ou non. Les enfants apprennent des manieres de 
decrire, de relater et d'oublier; ils apprennent a ignorer ce qui est considere comme 
. . I [ ]119 triVIa .... 
In terms of research on the teaching of the Algerian war in Lyons' schools, this 
approach to the role of the teacher means that it is necessary to examine the dynamics 
of history lessons on the Algerian war, and more importantly, to identify what exactly 
is viewed as "important" and "pertinent". The importance of the content of what is 
taught is also highlighted by Eric Hobsbawm as one of the three major innovations of 
the French Third Republic in terms of the invention of tradition (the other two have 
already been examined). He discusses the Ferry laws which instituted free, secular and 
compulsory primary education. We can note that Jules Ferry not only pursued an 
ambitious policy of state schooling, but also one of French colonial expansion. 
Hobsbawm argues that education was used to strengthen the Republic by its reference 
to the past, since primary education was: 
[ ... ] imbued with revolutionary and republican principles and content, and conducted 
by the secular equivalent of the priesthood - or perhaps given their poverty, the 
friars - the instituteurs. There is no doubt that this was a deliberate construction of 
118Ibid., p. 16. 
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July-August 1994, vo!. 25, p. 745. 
45 
the early Third Republic, and, given the proverbial centralization of French 
government, that the content of the manuals which were to turn not only peasants 
into Frenchmen but all Frenchmen into good Republicans, was not left to chance. 120 
There is therefore a clear link between memory, education and the nation/the Republic. 
Examining the same period, Pierre Nora makes reference to the book the Tour de la 
France par deux enfants and describes it as a lieu de memoire. As he explains, it 
"trained the memory of millions of French boys and girls" as jt was "an inventory of 
what one ought to know about France, an exercise in identification and a voyage of 
initiation" I 21. Again, the content of what is taught is central to memory and 
identification with the nation, which, for my research, could provide a historical 
comparison between the Third Republic and the Fifth Republic and a methodological 
framework to research on the place of the Algerian war in the French education system 
by focusing attention on the content of textbooks and of the national curriculum. 
Lastly, some very important issues concerning education are raised by David Thelen 
since he introduces the question of how memory could and should be taught. He argues 
against encouraging students to memorise certain names and facts since memories are 
not "objective representations" which are "passively stored". Rather: 
If we wanted a history curriculum that taught people how to use memories, we would 
focus on how memories are constructed [ ... ]. We would encourage them (students) to 
learn how to challenge, adapt, and construct memories instead of accepting 
interpretations that others seek to impose on them, how to test appeals to the past 
instead of accepting them on faith and authority. We would explore the social and 
communal contexts in which memories are created, reshaped, and forgotten. 122 
In conclusion, this section has attempted to identify the main disciplines that can be 
studied in order to provide a theoretical framework to my research on the memory of 
the Algerian war. Nineteen sources have been consulted. They give a comprehensive 
theoretical framework since they enable us to identify different schools of thought 
which all provide valuable reflections on memory - the three "cadres" described by 
Halbwachs, the importance of the present in the determination of memory, a social 
approach to memory as opposed to that defended by "cognitive" psychologists, Freud's 
theory of forgetting as a form of "security", the difference between oubli and 
occultation or refoulement, historicist views versus Nietzsche's concept of an 
"historical illness", and lastly the key concepts of "invented traditions" and "imagined 
120HOBSBAWM, E, RANGER, T (eds.), The Invention of Tradition, Cambridge, Cambridge University 
Press, 1992, p. 271. 
121NORA, P, "Between Memory and History: Les Lieux de M"moire', Representations, no. 26, spring 
1989, p. 20. 
122THELEN, D, "Memory and American History", The Journal of American History, vol. 75, no. 4, 
March 1989, p. 1129. 
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communities". Indeed three particular schools of thought can be identified as highly 
important concerning social memory: a Halbwachsian view of memory that sees the 
construction of collective memory as linked to cohesion in society; a Freudian view of 
memory in which what is repressed should be brought out into the open to avoid its 
repetition in the present; and lastly a pluralistic view of collective memory in which 
groups compete to influence memory. Reference will be made throughout the thesis to 
these three schools as the case study conducted in Lyons will give concrete examples of 
these theories, and the thesis will rely on such theories to txy to explain why the 
Algerian war is taught the way it is. Having established the theoretical framework for 
this project, let us now turn in more detail to what this thesis will do, and how. 
1.6. Corpus, Methodology and Contribution 
1.6.1. Corpus 
This thesis examines the transmission of memory through a case study of the way the 
Algerian war is taught in terminale history classes in state-secondary schools in 
contemporary France. It concentrates on the baccalaureat general and does not study 
the baccalaureat professionnel (professional A-levels) or the baccalaureat 
technologique (technological A-levels). This was done to keep the study within 
manageable proportions, but also reflected the importance of the terminale year, 
baccalaureat examination and voie generale. In fact, the voies professionnel and 
technologique are characterised by the lack of programme. The corpus of material 
studied includes written and oral sources that can help us to identifY what is taught on 
the Algerian war and to understand why the Algerian conflict is taught the way it is. 
Amongst the written sources are textbooks and the Annales du baccalaureat (which list 
questions set at the baccalaureat examination). Secondary sources such as articles and 
books on a wide range of subjects are also used. 
Primary oral sources include eigh~ interviews conducted in Lyons with secondary 
school history teachers. These interviews were conducted between February 1998 and 
June 1999. Two sets of interview questions were used. Ten teachers were interviewed 
with the first set and eight with the second. Twelve pupils were also interviewed in 
1999 in eight interviews. All the interview questions can be found in the appendices. 
Two historians were also interviewed. Serge Berstein was interviewed in Paris since he 
was co-chairman of the group that designed the 1998 programme and a long-time 
director of the textbook published by Hatier. He has therefore been a very important 
figure in the teaching of history in France for many years. Jean-Pierre Rioux was 
interviewed since he is "Inspecteur general de I' education nationale". Both were 
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inteIViewed in Paris in February 2000. We must note the way both these people are 
eminent historians, specialists of the contemporary period in general and the Algerian 
war in particular. 
The education programme and associated Instructions officielles are studied. 
Examination questions are analysed through the Annales du baccalaureat. Different 
editions of textbooks are examined, not because they emanate from the state but 
because they are effectively a "reading" of the programme and the questions set at the 
baccalaureat: 
Malgre leur diversite, les manuels, parce qu'ils declinent les notions a traiter sous 
une forme quasi impositive, finissent par acquerir une force prescriptive et a se 
substituer aux instructions officielles, en fournissant des instruments operationnels 
aux enseignants. 123 
This is important because the programme on its own is not very informative. It lists only 
the broad topics to be studied and no details of what elements within these topics are to 
be taught in class. Textbooks are one way of having a much clearer idea of the actual 
content of the programme. They interpret the programme and also take into 
consideration the examination questions set, which are a very powerful influence on 
textbook content and actual lesson content as both editors and teachers attempt to 
prepare the pupils for the key baccalaureat examination. Some of the 1983, 1989, 1995 
and 1998 editions of textbooks are studied with emphasis put on the 1990s. These 
elements of the teaching of the Algerian war are presented in Chapter Two of the thesis 
entitled "The State-Prescribed Link in Teaching". This is the first link in the 
educational chain. Chapter Two will show us what should be taught in class and will 
begin to discuss why this might be the case, by drawing on theoretical work on memory 
and on the inteIViews (especially those with the two historians in Paris). 
Chapter Three of the thesis examines actual lesson content through what history 
teachers say they teach - and is therefore the first of the two chapters on "the 
classroom level" of the teaching of the Algerian war. It is based exclusively on 
interviews with teachers conducted between 1998 and 1999 in Lyons. These interviews 
were conducted to a large extent to ascertain whether there is a difference between what 
is supposed to be taught and what is actually taught. At the beginning of this 
Introduction we introduced the. idea of an educational chain which can be seen to run 
from the Paris Ministries to, ultimately, the pupil. We have seen in this Introduction 
how the Algerian war has been occulted by French authorities which means we must 
question what is supposed to be taught, especially since we must reflect on the role in 
society of what is taught in schools in general and in history classes in particular. 
l23pLANE, S, "Images contrast"es du manuel de franyais", Les Cahiers pedagogiques, December 1998, 
no. 369, p. 29. 
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By comparing what is supposed to be taught with what is actually taught we can 
comment on the extent to which what is transmitted in history classes, in a memory of 
sorts, is "imposed" - perhaps equated with a deliberate construction of a memory by 
the state or elites as a necessary glue for society - and to what extent this can be said 
to be more plural in nature, influenced by different groups. As we shall see in this 
thesis, the sociological background of both teachers and pupils in itself greatly helps us 
understand how the Algerian war is actually taught, and ultimately the difficulty of this 
task, which became possible only by conducting these interviews. Interviewing teachers 
allows us to comment on qualitative aspects of the teaching of the Algerian war and to 
identify what really is taught. It also helps us to understand why this is the case as we 
can see what motivates teachers to devote more or less time to the Algerian war in 
class. Chapter Four examines pupils principally through interviews conducted in Lyons 
in 1999. These two chapters represent a significant effort to go further than simply 
examining textbooks which is what previous work on the subject was often limited to. 
Information on the way the interviews were conducted is given below in section 1.6.2. 
1 6.2. Methodology 
Both written and oral sources have been used to examine the teaching of the Algerian 
war. The study can be said to be comparative, synchronic and diachronic. It uses both 
qualitative and quantitative approaches. The sources used are deliberately varied. 
Broadly speaking, the method is always the same: critically appraise each source 
individually, compare that source with similar sources (e.g. one teacher interview with 
the other teacher interviews) and then make comparison with other types of sources 
(e.g. other written and oral sources). 
I 6.2 I Written Sources' Textbooks 
This part of the project is diachronic and comparative as it attempts to compare the 
changes in the content oftextbooks over time - from 1983 unti11998 through various 
editions of textbooks. The 1983 textbooks are examined through secondary sources 
(work by French commentatorsl24) and one primary source: the book edited by Milza 
and Berstein and published by Hatier. The 1989 editions are studied in the same way, 
through secondary sources in the form of work by French commentators125 and one 
primary source: the textbook published by Bordas. The 1995 editions were examined as 
124pERVILLE, G, and FOURNIER, P, papers given at the Conference "Les Agoras Mediterraneennes" in 
Marseilles, in October 1983, published in Historiells et Geographes, no. 308, March 1986, pp. 887-924. 
125Reference will be made to a few papers published in Memoire et enseignemellt de la glle"e d'AIgerie : 
actes du colloque, 13-14 mars 1992, Paris, vo!. 2, Paris, lnstitut du Monde arabe/Ligue de 
l' enseignement, 1993. 
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primary sources. Five editions were examined: those published by Belin, Breal, 
Hachette, Hatier and Nathan. The 1998 editions were also examined. Eight different 
editions were studied: those published by Belin, Bertrand-Lacoste, Bordas, Breal, 
Hachette, Hatier, Nathan and Magnard. It has therefore been possible to see the ways in 
which different editions published by the same publishing houses have over the years 
treated the war. Given the number of 1995 and 1998 editions examined, the study can 
also be said to be synchronic. 
The analysis of textbooks is both quantitative (the number of words/pages of 
text/documents on the Algerian war) and qUalitative (the content of the text/documents, 
what is not studied, what is studied, how it is studied; the place of the text/documents, 
where they are studied). This part of the study is supported up by secondary sources on 
the teaching of the Algerian war and more generally secondary sources on textbooks. 
The latter include articles on textbooks such as those published in reviews such as Les 
Cahiers Pedagogiques, Vingtieme Siecle and Historiens et Geograp!Jes. 
I 6 2 2 Written Sources' Annales du Baccalaureat 
This aspect of the study is also diachronic, examining the questions set at the 
baccalaureat from 1984 to 2000. It is also quantitative (how many questions have been 
set on the Algerian war) and qualitative (what questions have been set; where). It relies 
on secondary sources for the period before 1991 and on primary sources (the Annales 
du baccalaureat, published yearly, in written and electronic form, which constitute a 
list of all of the questions set in different academies). The secondary sources used 
include a contribution at the conference Memoire et Enseignement de la guerre 
d'Algerie which, as was developed above, is the main secondary source on the teaching 
of the Algerian war. 
I 6 2 3 Oral sources' Teacher Interviews 
In the academic year 1997-98 nine teachers were interviewed, and the following year 
another nine were interviewed. All interviews were conducted in Lyons and with 
teachers who teach in schools in or very near Lyons. They work in six lycees. Two of 
these stand out from the rest in so far as they have very good academic reputations. The 
Lycee du Pare is in the sixth arrondissement of Lyons, which is an upper-class area. 
Importantly of the eighteen hundred pupils at the school, twelve hundred are in classes 
preparatoires aux grandes ecoles, which involves two years of very intense study and 
enables those who pass to go to France's best universities. At the cue Scolaire 
Internationale there are only six hundred pupils, some of whom do the terminale 
internationale, where pupils specialise at a young age in foreign languages (since 
classes in traditional French subjects, such as history or philosophy, are given in a 
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foreign language). Both of these factors make these two schools prestigious. The other 
/ycees were fairly typical and homogenous, although one or two were located in the 
suburbs, which tend to be run-down areas in France. 
All of the interviews took place either at the school or at the interviewees' houses. 
The vast majority were recorded. Most interviews took on average thirty-five minutes. 
Candidates were contacted essentially through word of mouth as each interview 
candidate effectively introduced me to others. In general I obtained the phone number 
and name of a prospective candidate from an existing candidate, I then phoned that 
person and arranged to meet for an interview. Two sets of questions were used -
interview A and interview B questions, copies of which can be found in the appendices. 
Both had the same aim: to obtain information on how the Algerian war is actually 
taught, by talking to those who actually teach it. Interviews with teachers were therefore 
an essential part of the work in terms of "the classroom level" of the teaching of the 
war. The aim was to compare this with ''the state-prescribed link". One way of doing 
this is to compare textbook content (by arguing that textbooks are effectively a detailed 
interpretation of the programme) with actual lesson content. 
Interview A questions had five sections: the lessons, the pupils, the teachers, the 
textbooks and the programme. The aim of this first phase of the interviews was to ask 
fairly open direct questions to get a broad view of varied elements of the teaching of the 
Algerian war. As will be developed below, Interview B questions were mainly asked in 
phase two of the interviews and included far more closed questions designed to target 
more precisely the type of information obtained in phase one. The first phase was more 
of an exploratory phase. After phase one of the interviews, and the 1998 A.S.M.C.F. 
("Association of Modern and Contemporary France") conference at which I gave a 
paper, the interview questions were changed. This reflected the fact that the questions 
were a general introduction to the question and had obtained certain information that I 
subsequently wanted to target in more depth. No more questions were put on the pupils 
because it was felt that it would be more productive to talk directly to the pupils since it 
is difficult for a teacher to answer such a question. Similarly, it was also felt that 
enough information had been gained on textbooks to omit this section. A separate study 
of textbooks added to the information gained from the first nine teacher interviews 
would suffice. 
However, in order to allow the study to be comparative and to set the classroom level 
against the state-prescribed link more questions on content were needed - using closed 
questions - in order to compare textbook content and actual lesson content. The 
questions asked of teachers in phase two on the content of lessons were based on the 
content of textbooks: what is in most textbooks and what is not. To this were to be 
added the questions from Interview A questions on the lessons and the programme 
which were highly relevant to my area of study. 
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1 6 2 4 Oral Sources· Pupil Interviews 
A dozen pupils were interviewed in four lycees (secondary schools) in Lyons in 1999. 
The questions asked can be found in the appendices. The pupils were recorded in 
interviews conducted in schools that lasted about forty-five minutes. The aim of the 
interviews with pupils was to have access to the "end-users" in what is described above 
as the educational chain. The interviews were aimed, firstly, at evaluating pupils' 
knowledge of the Algerian war (what pupils actually know) in order to compare this 
with the state-prescribed link (what pupils were supposed to know). The chapter of this 
thesis on pupils is therefore the second on the classroom level. This type of information 
on pupils' knowledge, given its limits, can be complemented by the information gained 
from existing opinion polls. Another aim of the interview questions was to allow me to 
compare sources. For example to compare written sources (textbooks, examinations, 
programmes, articles) and oral sources (teachers and pupils), and to compare oral 
sources (teachers) with other oral sources (pupils) - to check the veracity of 
information. Hence sections one and two of the questionnaires are the same for both 
pupils and teachers. 
Interviews with pupils are also a source in their own right in so far as pupils can give 
information that no other sources can provide. The questions in section four of the 
interviews are aimed in this direction. They include questions directly on education in 
the form of questions on the use of textbooks and revision for the baccalaureat and also 
more generally on films, books and family influences. These questions were very 
important in so far as they allowed us to comment on different vectors of memory 
involved in the transmission of memories. In this way this thesis will attempt to gauge 
the weight and impact of the educational chain in the transmission of memories of the 
Algerian war among young people in contemporary France. The pupil sample is very 
small so the conclusions drawn from this source are necessarily limited, even if they are 
supported by other primary and secondary sources. Lastly, the questions posed are both 
open and closed. An example of an open question is: "Quelles sont les origines de la 
guerre d' Algerie?" An example of a closed question is: "Connaissez-vous ce que 
signifient les termes suivants?" with a list of events. There were no questions on their 
opinions e.g. what would you have done if you had been in the French army during the 
Algerian war. 
J 62 5 Oral Sources· Historiansl"Key Players" 
Two historians were interviewed in Paris in February 2000. They were contacted 
through Dr. Martyn Cornick who now lectures at the University of Birmingham and 
lectured previously at Loughborough University. They were interviewed since they have 
played a very important role in the teaching of history in France. They have also played 
52 
important roles in writing contemporary French history. It was felt that only through 
talking to such people could certain questions be answered. They were Serge Berstein, 
historian, who was co-chairman of the group that designed the 1998 programme and 
former director of the textbook published by Hatier; and Jean-Pierre Rioux, historian, 
who is "Inspecteur general de I'Education nationale", and therefore heavily involved in 
the teaching of history. The questions asked in the interviews concerned the 
examination questions that are set, the programme and textbooks. 
1 6 3 Contribution 
The thesis is therefore able to state what is taught in terminale history classes on the 
Algerian war. It notably examines the 1990s in detail which had not previously been 
studied. It also adopts a different methodology, as it represents the first time teachers or 
"key-players" have been interviewed It is therefore able to reflect on who is teaching 
the Algerian war and what that implies for its place in class. This is reinforced by the 
interviews with pupils, which allow us to comment on who is being taught. Through the 
interviews with pupils an effort is made to gauge the weight and impact of the 
educational chain in the transmission of memories of the Algerian war among young 
people in contemporary France. The thesis can comment significantly on classroom 
practice. It can therefore also evaluate how the Algerian war is taught by making 
qualitative remarks. The thesis however goes much further than this and attempts to 
explain why this might be the case. It relies on a significant amount of theoretical work 
on memory to try to give, however incomplete, an explanation of this treatment of the 
Algerian war. Throughout the case study reference is made to these theories in order to 
explain what is taught. The thesis argues that the reasons for the place of the Algerian 
war in terminate are varied and multiform and that no single theory of memory suffices. 
Rather it is when all are considered that one can understand the way the Algerian war is 
taught, how this fits into the transmission of memory in contemporary France on that 
war and what this means and implies for the French collective memory of the Algerian 
war. 
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CHAPTER TWO 
THE STATE-PRESCRIBED 
I JNK IN TEACHING: THE 
PROGRAMME, EXAMINATION 
QUESTIONS AND TEXTBOOKS 
The State-Prescribed Link in Teaching: 
The Programme, Examination Questions and 
Textbooks 
2.1. Introduction 
In the previous chapter of this thesis a general introductory tour to this research project 
was attempte~which included a reflection on the corpus and methodology of the 
project, literature reviews of work in this area, a section on the historiography of the 
Algerian war and another on' theoretical reflections on memory. This chapter is 
therefore the first of the three central chapters of the thesis. Each of these chapters 
examines a different link in the educational chain. The present chapter will study the 
programme, examination questions and textbooks. These constitute the 
"state-prescribed link in teaching" and therefore the first link in the educational chain. 
The programme is effectively the basis of what will be taught in class. It is decided by 
the "Groupe de Travail Disciplinaire" (G.T.D.), which is a small body composed of 
people involved in the teaching of history. It is a key body since it designs the 
programme. Programmes are central to the French education system. However what is 
taught is also heavily affected by examination questions as pupils and teachers prepare 
for the baccalaureat, which are set by the Inspections!. The textbooks provide a 
"reading" of the programme since they in effect put the actual detailed content (in 
words, text and documents) to the titles of subjects to be studied that appear in the 
programme. This is what is supposed to be taught, reflecting the aims of the state: what 
young people should know about world history in general and France's history in 
particular. 
The analysis below draws on infonnation gained in two interviews conducted with 
Serge Berstein and Jean-Pierre Rioux which were conducted by the author in Paris in 
February 2000. Berstein is a historian, co-chainnan of the history G.T.D. between 1993 
and 1998 and editor of the Hatier textbook. Rioux is a historian and "Inspecteur general 
de l'education nationale". Both are eminent historians and have key positions in the 
French education system at the national level, but we can note Rioux also played an 
important role in the development in the historiography of the Algerian war, notably 
!They are functionaries, usually teachers or historians, who also check on the practical reality of the 
decisions taken in Paris. 
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around 1988-1992. This chapter will also study the state-prescribed link in the teaching 
of the Algerian war through the study of the Annales du baccalaureat, Instructions 
ojJicielles, textbooks and articles. In this chapter therefore the accent will be put on 
questions of national identity and social memory (including practical examples of the 
theoretical work discussed in the previous chapter) rather than more individual issues of 
identity and memory (see the following chapters for a discussion of these influences in 
terms of this vector of memory, especially group memories). 
2.2. The Programme, the Baccalaureat and the Selection of 
Information 
2.2 1. The Programme 
The prograrnme is a very powerful determining force in actual lesson content. There is 
surprisingly little difference between the programme and what is actually taught, as will 
be shown in the next chapter. Teachers can devote more or less time to the Algerian war 
if they want, but there are significant constraints (the examination, time) that hinder 
this. Such shifts in emphasis are however fascinating and can tell us important things 
about the way the Algerian war is taught, as my research will show. We will see what 
sort of reasons can motivate individual teachers and pupils to take more interest in this 
subject than need be done to respect the programme. Nonetheless this thesis, given the 
way what takes place in the classroom generally corresponds closely to what is 
supposed to be taught, argues that the educational authorities (programme designers, 
Inspections, government) significantly influence and control what is taught. The 
programme especially dictates the context in which the Algerian war is studied and 
therefore what the war is used to show. This will be demonstrated in detail in the 
following two chapters. That said, the programme on its own is not very informative 
and it is important to reflect on the relationship between the programme, the questions 
set at the baccalaureat, the textbooks and the actual lessons given. 
The programme which is published only gives the broad topics to be studied and no 
details of what elements within these topics are to be examined. The Instructions 
ojJicielles and other accompanying documents give more indications but still not a clear 
idea of what will be taught. Textbooks are one way of having a much clearer idea of the 
actual content of the programme. They are effectively an interpretation of the 
programme and also take into consideration the examination questions set on the 
programme in order to offer a textbook that prepares the pupil for the baccalaureat 
examination. This chapter will therefore address the way the Algerian war is taught in 
part from the vantage point of textbooks. As will be argued below, the examination 
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questions set are a very powerful detennining factor in textbook content and actual 
lesson content as both editors and teachers attempt to prepare the pupils for the 
examination. 
Until September 1983 history programmes in terminate in France studied the period 
from 1914 to 1945 (and a broad study of post-war civilisations which was taught very 
little) and it is only since then that the programme has studied "Le monde de 1939 a nos 
jours", therefore including events such as the Algerian war, May 1968 and the Cold 
War. Two refonns to this programme have taken place since 1983, one was 
implemented in September 1989 and the other came into effect in September 1998. The 
1983 and 1989 prograrmnes were developed by the Inspection generate whereas the 
latest refonn was designed by the Groupe de Travail Disciplinaire (G.T.D.) chaired by 
Serge Berstein and Dominique Borne and composed of 18 members (10 school 
teachers, 3 university lecturers and 5 members of various Inspections). The prograrmne 
that came into effect in 1998 has three parts: "La Seconde Guerre mondiale", "Le 
monde de 1945 a nos jours" and "La France depuis 1945". The Second World War was 
not studied in terminate in the 1989 programme and has therefore been reintroduced in 
terminate. However the main change between 1983 and 1989/1998 is the nature of the 
programme - the type of history taught - as can be seen from the Instructions 
officielles that accompany the prograrmnes. Concerning the 1983 programme, the 
Instructions officielles stated that: "Il faudra donner une place importante a la 
decolonisation, en mettant l'accent sur ses facteurs historiques, ses caracteres, ses 
etapes"2. In 1989, however, Genevieve Pastor (speaking at the 1992 M.E.D.G.A. 
Conference) commented that: 
Les instructions officielles, fort developpees, ajoutent : 'Le recit des differents 
eonflits n'est pas exigible. Il suffit de les loealiser, d'en proposer un typologie et 
surtout de les situer dans le systeme international', precisant, par exemple, que 
l'etude evenementielle de la guerre du Viet-nam n'est pas necessaire, mais que I'on 
doit etre capable d'expliquer ses origines et sa place dans les <strategies des grandes 
puissances>3. 
This trend has continued and indeed been accelerated in the 1998 programme as, 
according to Serge Berstein, the aim of the programme was for teachers to "modifier en 
profondeur les pratiques de. l' enseignement de l'histoire pour faire que ce qui est 
enseigne soit, non plus une accumulation indigeste de faits, mais une vision 
problematique de l'evolution historique .. ."4 and thus to avoid the study of short periods 
2Quoted in PASTOR, G, "L'enseignement de la guerre d'Algerie en classe de tenninale. Instructions 
officielles et sujets au baccalaureat en France", in Memoire el ellSeigllemelll de la guerre d'AIgerie : actes 
du colloque, 13-14 mars 1992, Paris, vol. 2, Paris, Institut du Monde arabe/Ligue de l'enseignement, 
1993, p. 419. 
3Ibid., p. 424. 
4BERSTEIN, S, BORNE, D, "L'enseignement de l'histoire au Iycee", Villgtieme Siecle, no. 49, 
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in detail as: "Cela exclut, par exemple, qu'on etudie la crise de Cuba"s. Berstein in an 
interview with the author in Paris in February 2000 confirmed that this was the aim and 
the major innovation of the programme. 
This has significantly changed how the Algerian war is taught. This change can be 
seen from numerous comments in interviews with teachers 1998-99, and will be 
developed further in the next chapter. This trend began in 1989 so, as concerns what 
information has been transmitted on the Algerian war through history classes in 
terminate, we can say that since this time not much information has been transmitted; 
indeed less and less. Berstein in the interview conducted by the author said that what 
was important in the programme was to focus on "grandes evolutions" and "qu'on ne se 
perde pas dans le detail evenementiel". However he accepted that to describe these 
"grandes evolutions" to teenagers in terminate details would be necessary, but these 
should be "faits significatifs, evenements importants qui veulent dire quelque chose 
pour l'evolution globale des societes". The 1998 programme is supposed to be one that 
teaches the significance of events. In this way the Algerian war is not studied in itself, 
including a study of the events of the war. Rather than being studied for its own sake, \ 
the conflict is, in this commentator's opinion, itself an event in wider phenomena. It is 
the wider phenomena that are studied through reference, in part, to the Algerian war. In 
this way, while studying "Decolonisation" or the "French Fourth and Fifth Republics" 
teachers mention aspects of the Algerian war. For Berstein: 
La guerre d' Algerie ne se suffisant pas a mon avis elle-meme mais prenant sens ou 
dans le courant general de la decolonisation qui est prevu dans les programmes, ou 
dans l'histoire de la France qui est egalement prevue dans les programmes. (Berstein 
2000) 
While this commentator can accept how important it is for pupils to understand the 
significance of an event and to situate the event in wider movements, he is sure that this 
considerably reduces the information that is transmitted on the Algerian war and that 
this therefore means that the programme somewhat fails to meet other objectives that it 
has set itself or been set. These include the "objectif civique" and transmission of 
memory functions generally accepted as inherent in the teaching of history. In other 
words what is taught does not include memories of the Algerian war in what is 
transmitted across generations through this vector of memory. They also somewhat 
contradict what the programme designers have said elsewhere: 
Pour chaque niveau, un sort particuIier est reserve a l'histoire nationale. Celle-ci fait 
l'objet de sujets d'etudes propres qui supposent un degre de precision plus grand que 
January-March, 1996, p. 142. 
SKERLEROux, P, TISSON, H, "Entretien avec Serge Berstein et Gilbert Gaudin sur les programmes 
d'histoire et de geographie", Hisloriens el Geographes, no. 348, May-June 1995, p. 46. 
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celui reserve aux autres sujets. I1 apparait en effet necessaire de montrer de maniere 
c1aire comment la France s' est adaptee aux grandes evolutions mondiales qui sont 
l' objet de ces programmes de lycee et comment, a chaque epoque, elle se situe dans 
le monde. I1 semble non moins legitime de procurer aux jeunes Franyais ces 
elements d'une memoire nationale qui forge leur identite et de leur permettre 
d'apprecier la maniere dont l'histoire de la France s'integre dans celle de I'Europe et 
du monde et en quoi elle s'en differentie. 6 
While in this quotation we can see the way French history is itself firmly anchored in 
European and world history, explicit mention is nonetheless made of the importance of 
national history and the way that French history is primordial for memory and pupils' 
identity. Rioux also said in my interview with him that the way the Algerian war is 
taught is heavily influenced by the type of history that is to be taught when he said that 
in mainland France there will be in future (and already have been for some years) far 
fewer questions on the Algerian war since the aim is to set questions on "grands 
ensembles" not "questions ponctuelles". That means questions on "Decolonisation" and 
"Evolution de la France depuis 1945" but not on Algeria or the "guerre d'Algerie 
proprement dite". This will be confirmed throughout this thesis. 
However we can note three questions since 1983 at the baccalaureat which were 
"commentaires de documents" (textual commentaries) rather than "dissertations" on the 
Algerian war. For Rioux the whole programme now is set up to give a "vision mondiale, 
tres generale" and to study "grandes questions", so it is not possible to do that for all 
questions bar the Algerian war, and there is no objective reason to do so. He thinks this 
poses a problem for certain teachers and those (e.g. some historians) who want to talk 
more of the Algerian conflict in France and think the conflict is occulted. But for him 
this place of the war in the programme is not an example of dissimulation where one 
denies what happened in Algeria and tries to forget this period, rather results from the 
desire to put the Algerian war in perspective in decolonisation as a whole. In his view it 
is not possible to isolate the Algerian conflict like that. This for him is not necessarily 
the best solution, he does not know what is, but it partly explains the place of the 
Algerian war. Rioux in the interview also mentioned how teachers and pupils can work 
outside~~class on this subject. He said: 
Je n'observe pas moi de regain ou de developpement d'un enseignement de la guerre 
d' Algerie en c1asse, par contre on observe aux alentours de la c1asse pas mal de 
manifestations, d'enquetes, d'entretiens. (Rioux 2000) 
He gave an example of a teacher in the Jura who had organised a significant oral survey 
capped by a meeting between pupils and different participants in the war. This thesis 
6BERSTEIN, S, BORNE, D, "L'enseignement de l'histaire au Iycee", Vingtieme Siecle, na. 49, 
January-March, 1996, pp. 141-142. 
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however argues that the Algerian war's place in the programme, and therefore in history 
classes, does not reflect its historical or memorial importance. The war in Algeria can 
be argued to have been a central event in recent French history. It was a long war 
(1954-1962) yet also a recent one as many of its participants are still alive. Algeria was 
three departements franl;ais and had been so for over one hundred and thirty years. At 
the end of a particularly hard war - in which over two million French soldiers fought 
(mobilised in the contingent), that Stora has qualified as "un des plus durs conflits de 
decolonisation de ce siecie"7 - one million European settlers (pieds-noirs) left Algeria 
and came to France. During the war, highly controversial methods were used to defend 
French Algeria (notably torture), sometimes by people who had opposed and been the 
victim of such methods in Vichy France, which gives an indication of the extent of the 
division the war created and its perceived importance. A high number of harkis 
(Muslim soldiers engaged in the French army) also had to flee Algeria. Those who did 
not, indeed could not, were often massacred. 
The French lost about twenty-five thousand soldiers, to which can be added several 
hundred thousand Algerian fighters and perhaps sixteen thousand civilian victimsS-o It 
was during the Algerian war, and to a large extent due to it, that the French Fourth 
Republic fell and de GauIle came back to power. Nora argues that the end of the wars 
... 
of decolonisation was one of the three moments at which the traditional (Third 
Republic) model of commemoration was damaged and ultimately destroyed. This 
shows the importance of the Algerian conflict to France. Ross argues that the Algerian 
"-
war was central to the extremely rapid and profound French modernisation in the 
post-war period; yet these two narratives are separated in.Eontemporary France9. Stora 
and other French historians argue that the memory of the Algerian hostilities has been 
repressed and that this partly explains present-day phenomena such as anti-Arab racism, 
difficult Franco-Algerian international relations and the place of immigrants in French 
society10. It can therefore be argued that the Algerian war should be studied in more 
depth in a programme that wants to privilege French national history, transmit 
memories to young people and help them to understand the society in which they live. 
Unlike the Algerian war, the study of World War Two contrasts with other parts of 
the programme and can be referred to as an "exception". Rioux for example mentioned 
that World War Two was really the only conflict of which veterans were invited into 
class. Indeed while the study of World War Two is also designed to be a "global study" 
7STORA, B, La Gangrene et l'Oub/i. La memoire de la [5llerre d'A/gerie, Paris, La Decouverte, 1991, p. 
8. 
8The French authorities acknowledge one hundred and forty-one thousand victims in the Algerian forces 
and sixteen thousand four hundred civilian victims. The F.L.N. however has always claimed one million 
Algerian victims. Source: La Guerre d'Algerie, Commission G.A.J.E. of the F.N.A.C.A., 1989, p. 75. 
9See ROSS, K, Fast Cars, Clean Bodies: Decolonization and the Reordering of French Culture, 
Cambridge Massachusetts and London, the MIT Press, 1995. 
IOSee STORA, B, Le Transfert d'une memoire : De «1'Algerie franr;aise» au racisme an/i-arabe, Paris, 
Editions La Decouverte, 1999. 
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it is a fairly detailed one given the way one year is studied for certain themes. This is 
not "histoire 6v6nementielle" since it is not a factual military history or a history of all 
the events during the war, but it is detailed and rich unlike the study of the Algerian 
war. This reflects choices and priorities, the memorability of the event, distance from 
the event, pressure groups, scholarly research, identity, other vectors of memory and so 
on. The study of the Second World War clearly overshadows the study of the Algerian 
- . 
war. Pupils in interviews emphasised how long they had spent on the study of the 
Second World War. The importance of this aspect of the programme can also be seen in 
textbooks: one hundred pages, in four chapters, in textbooks which have four hundred 
pages. It is a very detailed study in both the programme and the textbooks. This can be 
seen in the Instructions officielles for teachers for the second section of three that 
compose the study of World War Two entitled "L'Europe et la France dans la guerre" 
which was published in the Bulletin officiel, June 29, 1995: 
. A partir d'une carte de I'Europe en 1942, on analysera les formes de l'occupation, 
les collaborations, les resistances. On insistera sur l'univers concentrationnaire et 
l'extermination systematique des Juifs et des Tziganes. L'6tude de la France ('drole 
de guerre', d6faite, regime de Vichy, Liberation) permettra d'analyser la nature et le 
role du regime de Vichy, les differentes formes de collaboration, le role de la 
Resistance interieure et de la France libre. 11 
Clearly when there is sufficient pressure to study a subject, even within a programme 
described as being "histoire globale", it is possible to study chosen aspects in detail in 
order to ensure that they are not forgotten but are transmitted to younger generations. 
Doesn't focusing on one year go against what the programme designers have stated 
elsewhere? i.e. in the quotation given above in which Berstein said teachers must 
change the way they teach to avoid a deluge of facts, and instead teach a problematic 
view of history, and thus avoid the study of short periods in detail as "Cela exclut, par 
exemple, qu'on 6tudie la crise de Cuba,,12. This is why the study of World War Two is 
an exception and has a unique place in the programme as both Berstein and Rioux 
stated in their respective interviews. The wording of the Bulletin officiel quoted above 
has not been left to chance and is probably something that has been negotiated at length. 
One of the three questions proposed to candidates (of which they had to choose one) 
at the June 1999 sitting of the baccalaureat in France was on the Second World War: 
"Comment caracteriser le regime de Vichy?" What is more, at the June 2000 sitting of 
. the baccalaureat, another question was set on Vichy. This time that question was one of 
only two questions proposed to pupils. Clearly this is an extremely high proportion of 
11 Extract from the Bulletin officiel de 1 'Education Nationale, June 29, 1995, reproduced in Allnabac 
Slfj,ets 2000 Histoire-Geographie L, ES, S, Paris, Halier, 1999, p. 19. 
1 KERLEROUX, P, TISSON, H, "Entretien avec Serge Berstein et Gilbert Gaudin sur les programmes 
d'histoire et de geographie", Historiens et Geographes, no. 348, May-June 1995, p. 46. 
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questions on Vichy set in this key national examination. This in itself shows us the 
importance of the baccalaureat, and more importantly that of history classes as a vector 
of memory. We will also see in following chapters the relatively high number of pupils 
who had been to a testimony given on an aspect of World War Two. It seems that 
concepts such as deportation or resistance allow the transmission of values in a way that 
would seem to be judged impossible concerning the Algerian war. Indeed French 
scholars such as Robert Frank have argued at length that the Algerian war is not 
"memorable". For Frank the Second World War gave rise to: 
[ ... ] des noms prestigieux dont peuvent etre baptises sans honte nos places, nos 
avenues, nos colleges et nos stations de metro. Mais de la guerre d' Algerie que 
reste-t-il, sinon des morts, faciles a honorer mais presque impossibles a 
commemorer?13 
Compared to the Algerian war, the Second World War is more memorable l!illi its 
memory is deemed necessary to transmit, in particular through history classes in French 
secondary schools. While it can be admitted that the Second World War is more 
important than the Algerian war and that the memory of the Second World War should 
be transmitted, it can be argued that the Algerian conflict is more important than two or 
three pages in four-hundred-page textbooks. However it seems clear that the Algerian 
war is not an event which can be used to transmit values deemed important by society 
in the present (especially Resistance). 
The nature of the programme Ca move towards global history) to some extent 
explains why the Algerian war is not studied on its own but rather in a wider study of 
decolonisation or the French Fourth and Fifth Republics. Nonetheless World War Two 
is studied in considerable depth on its own and an in depth study of the Algerian war 
could also be by themes and not "histoire evenementielle". We must note the influence 
of certain historians and schools of history. Indeed Berstein's publications include 
works such as Histoire de l'Europe; Histoire de la France au XXe siecle; Democraties, 
regimes autoritaires et totalitarisme dans le mondel4. We know that Berstein and 
Borne tried in the 1998 programme to move away from teaching "histoire 
evenementielle" towards "histoire globale". This can be linked to the beliefs that 
. Berstein and Borne have of the way hist()ry should be Written and taught, reflected in 
their work. The research cited above seems to me to be in itself global history. This 
situation may, albeit loosely, be compared to another analogous choice concerning 
programmes: 
!3FRANK, R, "Les troubles de la memoire fran9aise", in RIOux, J-P (ed.), La Guerre d'AIgerie et les 
Franr;:ais, Paris, Fayard, 1990, p. 605. 
14BERSTEIN, S, MILZA, P, His/oire de l'Europe in five volumes, Paris, Hatier, 1995; Ibid., His/oire de 
la France au XXe siecle, Brussels, Complexe, 1995; BERSTEIN, S, Democralies, regimes all/oritaires el 
lotalilarisme dans le monde, Paris, Hachette, 1992. 
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Au debut de la IIIe Republique, la philosophie universitaire s'est trouvee investie 
d'une mission par l'Etat : enseigner aux eleves la legitimite des nouvelles institutions 
republicaines. Deux doctrines seront candidates a cette fonction : le positivisme 
sociologique de Durkheim et le rationalisme neo-kantien (issu de Renouvier et plus 
tard incame par Brunschvicg). C'est ce demier qui l'emporta finalement. 15 
Although this thesis does not argue that any particular doctrine is being taught to defend 
the current system in such a clear fashion as that described by Descombes, all history 
programmes to some extent fulfil this role. There may not have been as clearly defined 
contestants in the form of rival schools of history either, although Berstein and Borne's 
criticism of "histoire evenementielle" reminds us of the positions of the Annales school 
of history. Yet Berstein was not the only historian who could have been chosen and 
other programmes were proposed (e.g. that forwarded by Jean-Clement Martin in the 
early 1990s which was rejected by the then Education Minister Jack Lang). As Guy 
Herzlich stated in Le Monde de / 'Education: 
Profondement "politique", l'histoire qu'on enseigne aux enfants presente, plus que 
tout autre discipline, l'image qu'un groupe social veut donner de lui-meme et de 
l'univers. 16 
Furthermore, the history written - not just the history that is taught - can be 
profoundly political and linked to wider society. This is one of the arguments ofKristen 
Ross. She comments on the development of structuralism and the Annales school of 
history in post-war France. She believes that structuralism "was nothing more than the 
infusion of technocratic thought into the intellectual field." 17 This was linked to 
capitalist development as "structuralism served as an underlying ideology justifying the 
devaluation of humans under capitalist modernization."18 Hence she links the goals of 
modernisation and the knowledge provided by the social sciences. She also highlights 
the influence of America in this process. In addition to structuralism, the epoch also 
saw the rise of the social sciences (especially sociology) to the detriment of philosophy 
and history; technocracy; the LN.S.E.E. ("Institut National de la Statistique et des 
Etudes Economiques") and the E.N.A ("Ecole Nationale d' Administration"). The 
LN.S.E.E. compiled economic statistics increasingly needed in a period of growing 
state-planning of the economy, while the E.N.A. educated new technocratic elites. 
15DESCOMBES, V, Le Miime et l'autre. 45 ans de philosophiefran,aise (J933-J978), Paris, Les 
Editions de Minuit, 1979, p. 17. 
16:HERZLICH, G, "Heritages ... ", Le Monde de I 'Education, May 1980, p. 9. 
17ROSS, K, Fast Cars, Clean Bodies: Decolonization and the Reordering of French Culture, Cambridge 
Massachusetts and London, the MIT Press, 1995, p. 176. 
18Ibid., p. 177. 
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Concerning the Annales school of history, the period that Ross examines (mid-50s to 
mid-60s) is central in the change of history's role in French society. Before the war the 
elite were educated at the "Ecole normale superieure", after the war at the "Ecole 
nationale d'Administration". Ross talks of history's attempts after the war "to retain its 
pre-war supremacy against the onslaught of the quantitative sciences."19 She also says: 
"The very function of historical discourse as inter-relation between past and future 
becomes destabilized during this period. "20 The reaction of the Annales school of 
history in the face of this erosion of its influence was to encompass structuralism and 
the social sciences so as not to be dominated by them: 
By reorganizing history to be the study of the temporality of structures (the longue 
duree), Braudel incorporates Levi-Strauss into a larger project under his - Braudel's 
and history's - direction. The social sciences come together in a "common market" 
with a shared project that has the tongue duree at its conceptual center. And since it 
is still a question - however minimally - of duree, of temporal periodization, 
history can continue to reign suprerne.21 
It embraced the other social sciences as could be seen in the change of title of the 
journal from Annales d'his/oire economique e/ sociale to Annates: economies, socie/es, 
civilisations. This history avoided the present. Ross argues that this again was very 
convenient as this history of structures and slow change weakened the idea of abrupt 
change: Revolution. As she states: 
After two world wars and a messy decolonization, events were to be distrusted. 
Longue duree provided a means of projecting powerlessness, a way of displacing 
causal agency onto something so vast in scale as to render human action trivial; 
tongue dude enshrined the glacial. 22 
This last point brings us back to the way the Algerian war is taught in terminale. 
Berstein and Borne in the 1998 programme tried to move away from his/oire 
evenementielle (the same history of events criticised by Braudel of the Annales school 
of history) to a more his/oire globale. This has reduced the place of the Algerian war in 
textbooks and the time spent on this aspect of French history in class. If the Algerian 
conflict were to be studied autonomously, then other more varied aspects of the war 
would be covered. This is due to its place in the programme. It is also due to the nature 
of any pedagogical discourse. It is not however only the programme that dictates what 
kind of information will be taught but also the examination questions. 
19Ibid., p. 187. 
20Ibid., p. 184. 
21 Ibid., p. 189. 
22Ibid., p. 190. 
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2.2.2. The Baccalauriat 
At the M.E.D.G.A. Conference in 1992, Genevieve Pastor gave a paper which studied 
examination questions in the period from June 1984 to 1991, which she qualified as one 
of an "espoir de9u" since in 1984, the first year that examination questions were set on 
"L'histoire des temps presents", a question was set on the Algerian war in Rouen and 
for the rest of the 1980s this was never repeated. The question was a dissertation 
entitled "La guerre d' Algerie" with instructions to discuss the war's development, to 
examine its origins, its implications in France and to locate it in the international 
context. The historian Michel Winock gave a possible model answer to the question in 
Liberation23. Winock is a leading historian of the Algerian war, but also of the 
Republic itself. In it he stated that for people of his generation the Algerian war was 
more memory than history. He mentioned many of the memories this name brought 
back and hinted at the boldness of setting such a question in 1984. He then described 
the place of the Algerian war in decolonisation, French history, Algerian history and 
other contexts. Clearly, one needs more knowledge of the Algerian war to answer this 
question than to answer other more general questions (e.g. "La Decolonisation 
fran9aise") which need knowledge of other subjects (e.g. other decolonisations). 
However, in the dissertation question "La guerre d' Algerie" one focuses on the Algerian 
war and describes the war in part to place it in wider phenomena. The Algerian war is 
therefore central to the question rather than being an event in wider movements. This 
difference is shown in the model examination answers given in textbooks that are 
included in the appendices of this thesis. 
Pastor, for the period 1984 to 1989, counts five questions directly on "la guerre 
d' Algerie", seven on "decolonisation" and three on "nationalismes et independances" 
out of a total of about three hundred and fifty questions - i.e. in all of the academies 
including those abroad such as Morocco, Tunisia, PondicMry, South America and 
North America. At that time there were numerous academies within France in each of 
which different questions were set which explains the high number of total questions 
set. She therefore concludes that four fifths of the questions on the Algerian war were 
set outside of France. If we add the two years after 1989 that she studied, one more 
question on Algeria was set in France - in Poitiers in 1990. The question set in Poitiers 
was a textual commentary entitled "Le probleme alg6rien" based on de Gaulle's speech 
on September 16, 1959. We can therefore note the initial setting of a question on the 
Algerian war and its subsequent disappearance, but must not forget a reappearance in 
1990. We can state that in this first period of the teaching of the Algerian war 
(1983-1989) questions on it were very rare, but existed. 
23WINOCK, M, "La Guerre d' Algerie", Liberation, June 26, 1984, pp. 22-24. 
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This trend has been u~d in the 1990s since, from 1991 to 1997 and for the June 
sessions, one question was set in France on the Algerian war out of a total of 
seventy-eight questions on all subjects. In 1993 a textual commentary question was set 
entitled "De Gaulle face au probleme algerien" with four documents (radio speeches 
and press conferences from 1958 to 1961). However, between eight and ten questions 
on the Algerian war were set outside of France out of a total of one hundred and 
fourteen. Four questions were set in France on decolonisation in this same period, 
versus nine abroad. Another point which needs to be considered for the 1990s is the 
questions on the French Fourth and Fifth Republics in which the Algerian war can be 
partially studied. Six such questions were set in France between 1991 and 1997, most of 
which were "biJan" type questions i.e. analysing the positive and negative aspects of the 
Fourth Republic. In 1998 and 1999 no questions were set on the Algerian war. One 
question was set in 1998 on the Fourth Republic and three questions were set on 
decolonisation that year. In 1999 one question was set on decolonisation. Due to 
changes in the organisation of the examination I cannot state whether they were set in 
France or outside of France in these two years. 
In June 2000 a question was set at the baccalaureat on the Algerian war. It was a 
textual commentary based on de Gaulle's reaction to the April 1961 putsch by French 
army generals. This is rare due to the total number of questions we have noted on the 
Algerian war over the years. Also in 2000 there were only two national questions, 
whereas before there had been different questions in different academies, which in 
itself reduces the statistical likelihood of a question on the Algerian war. We will also 
see below and in subsequent chapters how the change in programme has led textbook 
editors to cut a lot of information on the Algerian war, and teachers to do far less in 
class on the conflict. It is therefore really rather paradoxical that a question on the 
Algerian war be set. The fact that Rioux explicitly mentioned in the interview how there 
would be even fewer questions on the Algerian war in future in examinations, yet that 
there was one question in June 2000, shows the importance of the setting of this 
question. Given Rioux's analysis the question set at the 2000 baccalaureat is somewhat 
surprising. However the question was a textual commentary on de Gaulle, which is the 
kind of question that had been set before. 
For the rest of the 1980s and 1990s therefore it is possible to say that the Algerian 
war has rarely been set on its own as an examination question, and the broad 
dissertation subject set in 1984 has not been repeated as the three questions set since 
then on the war were focused on de Gaulle (which again reflects the drive of the 
programme, as will be developed concerning teacher content in the next chapter) and 
were all textual commentaries. However the ratio of the number of questions set on 
decolonisation in relation to the total number of questions set in France and abroad is 
the same, therefore France is not under-represented in terms of questions on 
decolonisation. It is far more common for the Algerian war to be examined in wider 
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subjects such as decolonisation, the Fourth Republic or the Fifth Republic than on its 
own. This reflects the programme. As Berstein said in the interview: 
La guerre d' Algerie n'apparait quasiment jamais en tant que telle dans le 
programme. Le programme c'est la France de 1945 a nos jours. Donc la-dedans il y a 
forcement la guerre d'Algerie, bien entendu. Mais s:a n'apparait pas en tant que telle 
dans le programme. (Berstein 2000) 
As will be seen throughout this thesis, this placing of the Algerian war determines what 
information on the conflict is used to explain wider phenomena and leads to an 
incomplete and small study of the war. This will be shown very clearly in the following 
two chapters. The fact that the war Algeria is studied in these wider chapters is 
therefore extremely important. During one interview, after having said that the study of 
the Algerian war could not be a detailed one, a teacher stated: 
On essaie de faire un ensemble pour voir a la fois en quoi c'est un probU:me de 
decolonisation - ce qui est l'ensemble du chapitre concerne - et en meme temps 
en quoi ~a concerne la vie politique fran~aise aussi bien interieure que 
internationale. (Teacher 5) 
Another teacher stated: "La guerre d' Algerie n' est pas vraiment etudiee en elle-meme, 
elle est etudiee plutot dans les incidences sur la vie politique fran~aise." (Teacher 1) 
Indeed the terminale year is unlike other years due to the examination. Not only is the 
Algerian war merely to be examined partially but also far more questions are set on 
Algeria outside of metropolitan France and are more explicit. For example: "La France 
et le probU:me algerien", "De Gaulle face au putsch des generaux", "La France et les 
Fran~ais face a la guerre d' Algerie", "Le probU:me algerien et son impact sur la vie 
politique de la IVe et de la Ve RepubJique", "De Gaulle et la question algerienne", or 
"Le mouvement national algerien". The differences between questions on the Algerian 
war inside and outside metropolitan France was a subject discussed in the author's 
interview with Rioux. According to him, differences in the programme in these areas 
can partly explain the differences in questions. The programme de terminale is the same 
in mainland France and "Departements d'Outre Mer" (Martinique, Reunion, 
Guadeloupe, Guyana etc.) but it is going to be adapted to the realities of these 
departements in the future; up to now it has. been the same. In the "Iycees fran~ais a 
J'fuanger" the mainland France programme is taught. In "Territoires d'Outre Mer" 
(New-Caledonia, Polynesia) there are already fairly significant adaptations. In certain 
foreign countries the programme has already been adapted: Morocco and Tunisia. 
So the explanation of why more questions are set on the Algerian war outside of 
France is twofold. Firstly, an adapted programme allows this type of question to be set 
more easily. Secondly, the "consignes fran~aises" (instructions from mainland France) 
concerning the choice of subjects for the baccalaureat and the way the programme is 
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taught in class are less respected outside of mainland France. This creates more 
freedom of choice, allowing more time for the subject in class, leading to more subjects 
on the Algerian war being set at the examination. It also reflects more interest in the 
subject i.e. even if the programme is the same. Therefore, interest in the question can 
seem to determine what is done in class on the Algerian war (here outside of mainland 
France). The people who choose these questions are in the places concerned (it is not 
people in the Paris Ministry who set the questions). They are groups of teachers and 
inspecteurs who meet and decide the questions. We have also noted in this chapter that 
in mainland France there are fewer questions on the Algerian war over time to a large 
extent due to changes in the nature of the programme: i.e. more insistence on longer 
periods and global phenomena to the detriment of short periods in detail. 
To my mind, in France, the absence of questions which are directly about the 
Algerian war is very important since the Algerian war is taught in terminale in history at 
the end of which is the baccalaureat; therefore the main aim of teachers is to prepare 
the pupils for this key examination. As Dominique Borne, co-chairman of the history 
G.T.D. and the head of the Inspection, puts it: 
Les sujets poses au baccalaureat dans les differentes academies trahissent la pratique 
n:elle d'un progranune dans les classes. Ces sujets etablissent, en effet, une sorte de 
jurisprudence et orientent l' enseignement dispense par les professeurs.24 
Furthermore, for commercial reasons, the content of textbooks is heavily influenced by 
the desire to offer a book which helps pupils to prepare for this examination, as can be 
seen from one aspect of textbooks which has certainly improved over the years which is 
their method sections. These are designed to help students prepare for the baccaTaureat 
examination, in which can always be found plans and proposed models on questions on 
decolonisation, the Fourth or Fifth Republics and never directly on the Algerian war. 
This is important in understanding how the Algerian war's importance is minimised in 
class and therefore through classes. One interesting way that the importance of the 
placement of the Algerian war can be seen is in a survey published in Vingtieme Siec!e 
in 1985. This consisted of a survey of the teaching of the terminaTe programme. 
Teachers were asked questions via a written questionnaire that they returned to the 
review. We must note the very important difference between reactions to the study of 
the Algerian war on its own and those to (its study somewhere in) decolonisation. This 
point could also be made for the reactions to the Occupation (Vichy: top of the list) and 
World War Two. We can read: 
24BORNE, D, "L'Histoire du vingtieme siecle au lyeee. Le nouveau programme de terminale", Vingtieme 
Siecle, no. 21, January-March 1989, p. 102. 
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Quels sont, pour les eleves, les sujets chauds? D'abord, et ce n'est pas une surprise, 
la France, citee par pres de la moitie des enseignants (I'Occupation it elle seule fait 
reagir pres d'une classe sur cinq contre 8% seulement pour mai 68). La guerre 
d' Algerie, traitee de fayon autonome, arrive en deuxieme rang (dans pres d'une 
classe sur trois) ... Assez loin derriere, la seconde guerre mondiale (13%), la 
decolonisation et le Viet-Nam (11 %) ... 25 
The term "Ies sujets chauds" (while being a somewhat vague term) means the type of 
subjects that gave rise to pupil reactions e.g. pupil indignation at an event. This survey 
also showed that what motivated the reactions of pupils was above all family history. 
This point will be developed in the "Pupil Link" chapter of this thesis. 
2.3. Textbook Content: Details of What Is Supposed to be Taught 
In addition to the programme and examination questions we can analyse textbooks in a 
diachronic study. It might be argued that textbooks do not belong in a chapter on the 
state-prescribed link in teaching since they are not written or published by the state, but 
by private publishing houses. However there are very good reasons to include a 
reflection on textbooks in this chapter. As Henri Gibelin has stated: 
Il est donc utile de rappeler que les manuels sont le reflet des programmes definis 
. par le ministere de l'Education nationale. En cela, ils jouent un rOle central. En effet, 
qui lit les programmes publies dans le Bulletin Officiel? Les manuels comportent 
donc tous un expose des connaissances a acquerir.26 
Textbooks have received a lot of scholarly attention. The years 1983, 1989 and 1998 all 
saw new programmes and therefore new textbook editions. The 1983 editions were 
studied by Guy Perville and Paul Fournier at the "Agoras Mediterraneennes,,27. The 
1989 editions were studied in various contributions at the ME.D.G.A. Conference (by 
Madelaine Guyon et aI., Alexis Berchadsky, and Daniele Djamila Amrane-Minne)28. 
What differences can we note between the editions published in the 1980s and those 
published for use as of September 1998, when the new programme entered in use? For 
the purposes of this thesis I have studied eight of these textbooks. I have also consulted 
25CORNETTE, J, LUC, J-N, "Bac-Generation 84. L'Enseignement du temps present en tenninale", 
Vingtieme Siecle, April-June 1985, p. 126. 
26GmELIN, H, "Pour en linir avec la querelle des manuels", Les Cahiers Pedagogiques, no. 369, 
December 1998, p. 13. 
27See PERVll-LE, G, and FOURNIER, P, "La guerre d' A1gerie dans 1es manue1s sco1aires de Terrninale", 
Historiens et Geographes, no. 308, March 1986, pp. 893-897 and pp. 897-898 respectively. 
28SeeMemoire et ellseignemellt de la grterre d'Algerie: actes du col/aque, 13-14 mars 1992, Paris, vol. 
2, Paris, Institut du Monde arabeILigue de I' enseignement, 1993. 
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five textbooks published in 1995 when the programmes were originally going to be 
changed, one published in 1989 and another in 1983/4. These are listed in the 
bibliography. Most importantly of all, less and less is being included on the Algerian 
war (due to the programme) in textbooks. If we compare the number of words (text) on 
the Algerian conflict in 1995 and 1998 we can see that there is a very pronounced 
decrease. For example, the textbook published by Nathan had 1,600 words on the war in 
Algeria in 1995 and 1,000 in 1998. The textbook published by Hatier had 2,800 words 
in 1995 and 600 in 1998; the one published by Belin 1,050 words in 1995 and 500 
words in 1998 and the Bordas 1,860 words in 1989 and 1,200 words in 1998. Only two 
textbooks therefore, those published by Hachette and Breal, stay the same length on the 
Algerian war. Very importantly these two textbooks also have the same total number of 
pages in these years. 
For the 1998 editions the average amount of words is 950 which is about one and a 
half pages of text to which can be added on average 11 documents (roughly two pages 
of documents). In 1995, the average was 1,500 words which was about two and a half 
pages of text to which were added on average 16 documents. There is therefore 
significantly less coverage, all the more so if we also take into consideration the 
findings ofPerviIIe and Foumier who in 1983 talked of an average of about nine or ten 
pages on the Algerian war, ranging from two to twenty pages. The Hatier, edited by 
Serge Berstein and Pierre Milza (which is highly instructive given the place of Berstein 
in the G.T.D.), has perhaps experienced the most pronounced changes between 1983 
and 1998 as in 1983 there were 3,500 words on the Algerian war and in 1998 only 600 
words. 
The decrease in the number of words on the Algerian war in textbooks was a point 
discussed in the author's interview with Berstein. He claimed that "c' est le cas de toutes 
les questions sans exception" and said that this was due to "allegements" (wanted by 
teachers). For him, it also reflects a change in the role of textbooks: in the past a rnanuel 
contained a lot of information, more recently they only contain a summary of 
information and pupils need the teacher to understand the textbook. Yet we can note 
that in 1983 the Hatier textbook had four hundred and forty-seven pages whereas in 
1998 it had three hundred and twenty; which is roughly a third less. However in 1983 
there were 3,500 words on the Algerian war and in 1998 only 600 words - a reduction 
of over eighty per cent. The Nathan textbook is the same length in 1995 and 1998 in 
total number of pages but also devotes less space to the Algerian war; and the same can 
be said of the Belin. The Bordas textbook however is different on the Algerian war and 
on the total number of pages. In 1995 it had four hundred and fifty pages and in 1998 
three hundred and fifty pages. We can therefore conclude that in some instances the 
reduction in total number of pages (resulting from a desire to simplifY the terminale 
programme) is probably to blame for less information on the Algerian war, but that this 
is not always the case. If it is not the case then the reason may lie more in the change in 
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the nature of the programme. It is clear that every time there is less space for the war 
then there is inevitably a lack of explanation, only mention made of points and fewer 
points mentioned. 
Diachronically there are less details which can be illustrated through a good example 
of the same part of the Hatier textbook which has changed over time and which shows 
less detail (probably reflecting the change in nature of the programme and 
"a1U:gements"), but also a more summarised text (reflecting "alll!gements" and the 
change in the nature of textbooks). In this textbook, although the same aspects of the 
war are studied in the 1983 and 1993 editions, the text provided is significantly less 
informative. For example, in the section present in both editions entitled "Les origines 
de la guerre d' A1gerie" part of which examines the problems present in Algeria in 1954 
we can read: 
198314 edition 
On trouve en Algerie une agriculture modeme aux mains des Europeens, disposant 
de credits, de machines et tournee vers I' exportation du vin, des cereaIes, des 
agrumes, des primeurs. L'industrie commence a s'implanter du fait des 
investissements des groupes financiers franyais. 
Face a ce secteur moderne, I'economie musulmane apparait archai"que : une 
agriculture routiniere et peu productive ; une absence d'emplois industriels 
condamnant au chOmage ou a des emplois precaires la plus grande partie des 
citadins. La majorite des musulmans connait la sujetion economique.29 
1993 edition 
... il existe une agriculture moderne, qui exporte ses produits, et une industrie 
naissante, mais eIles sont aux mains des Europeens, a10rs que les musulmans 
pratiquent une agriculture archai"que et routiniere et connaissent le chOmage ou les 
emplois precaires.30 
In this way the textbooks in 1993/5 provide less information than was previously the 
case. This is something that I have been able to confirm in my interviews as when asked 
whether they have noticed an improvement in textbooks some teachers spoke of an 
"allegement" or an "appauvrissement" in terms of the content of manuels. This is not 
necessarily only the case for the Algerian war, but the Algerian conflict probably suffers 
more than certain other subjects since it has ceased to be a subject in its own right 
studied in terms of its events, and has become itself an event in much wider processes. 
Other examples can be found to show that from 1995 to 1998 there is generally less 
information in the textbooks, and more importantly to show what is cut. If we take the 
29Mll..ZA, P, BERSTEIN, S, (eds.) De 1939 cl nosjours, Halier, 1983/4, p. 250. 
30Ibid., Histoire Terminale, Halier, 1993, p. 203. 
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textbook published by Nathan, then between the 1995 and the 1998 editions it is the 
period after 1958 that is cut as this passes from 600 words in 1995 to only 130 words in 
1998. Details of the violence of the war and the battle of Algiers and mention of 
Sakhiet-Sidi-Youssef and the lengthening of military service to twenty-seven months 
are also cut. The period of the war after de Gaulle's return to power in the 1998 edition 
is therefore reduced to a brief mention of public opinion; the putsch; October 17,1961; 
Charonne and the Evian peace accords which amounts to 130 words to replace what 
was previously one page of text. If we take the textbook published by Bordas (1989 and 
1995 editions) then we find another example of the cutting of the last four years of the 
war, in addition to less on the origins of the war. 
Therefore in general less information is available in the 1998 textbooks on the 
Algerian war. There is less text which is achieved by an (even) more synthesised 
wording devoid of explanations and details or development. It is not only a summary of 
what was in the previous edition but also omits events - the last four years of the war 
suffering in particular. Perhaps a good example of the way in which issues or events are 
mentioned yet not developed is that of torture. On average torture is described in one or 
two phrases i.e. perhaps thirty words and five of the textbooks also provide a document. 
The question of detail is a point which is not only relevant for textbooks' coverage of 
the war but which was also brought up during several interviews as teachers often 
emphasised the lack of detail on the Algerian war (in actual lessons) by pointing to the 
spirit or nature of the programme. The question of detail will therefore be developed 
further in subsequent chapters as will the way torture is dealt with. An illustration of the 
general lack of detail in the programme was given by one interviewee who, when asked 
about the content of the lessons on the Algerian war, stated that: 
L'esprit du programme c'est plutot d'expliquer l'enchainement des evenements sans 
rentrer dans les details eux-memes ... Comment on passe d'un simple conflit local a 
la decolonisationlvolonte d'independance. (Teacher 4) 
In another interview, a teacher explained how the Algerian war could not be done in 
detail because of its place in the programme (in wider chapters) and the fact that 
, 
examination questions were not set on this subject. We can also note the concept of the 
"utility" of what is done in class which will be developed in future chapters: 
La guerre d' Algerie ne tombe pas ai' examen en tant que telle, donc il est deconseille 
de s'y arreter trop longtemps parce que e'est peu utile pour les eleves, done ils me 
rapprocheraient de ne pas avoir assez traite les parties qui tombent plus souvent, 
comme par exemple les relations intemationales ou bien l'histoire interieure de la 
France. (Teacher 5) 
In the 1998 editions of textbooks, in general, fewer documents are also presented but 
due to less text the ratio between the space for documents and that for text remains high 
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or increases. Dossiers on the Algerian war are one principal way that the Algerian war 
is examined as six of the eight textbooks contain dossiers consisting of two pages of 
documents. This is very important. It is also a reason to discuss how the Algerian war is 
taught with teachers rather than simply relying on textbooks, since documents are 
difficult for pupils to study alone and teachers study documents in class. However the 
documents studied are often speeches given by de Gaulle and textbooks are not used a 
great deal in class. Textbooks can also be used by teachers to prepare their classes at 
home. They are however also used by pupils at home to check their notes taken in class 
and to prepare for tests. Already in 1983 scholars like Paul Fournier criticised the 
extensive use of documents which he qualified as "un paravent ou camouflage 
documentaire": 
... les auteurs s' abritent derriere des documents ou commentaires contradictoires 
souvent interessants, mais toujours tres nombreux, et livres a peu pres bruts.31 
What are these documents accompanying the text or included in dossiers? As Louis Le 
Yaouanq said at the M.E.D.G.A. Conference concerning the 1989 editions of textbooks, 
the documents provided are very often the same: the "Manifeste/prograrnme du F.L.N."; 
a quotation of Mitterrand's or Mendes France's reactions to the November 1, 1954, 
uprising; an extract from Mitterrand's book Le Coup d'Etat pemanent concerning de 
Gaulle's return to power; a "bilan" of the war; quotations from de Gaulle; Effel's 
caricature of May 13, 1958, published in L 'Express; a photo of soldiers; O.A.S. tracts 
and a photograph of the putsch members all appear in at least three or four of the 
textbooks. 
What is in the text? Often the origins of the war are given. For example the Magnard 
textbook mentions the different populations and inequality in Algeria, the 1947 reform, 
the creation of the F.L.N.; but does not present the nationalist movements before 1954. 
The Algerian war can be presented within decolonisation as an "independance 
arrachee". Some detail of the initial insurrection is given (for example the textbook 
published by Nathan presents documents on the reaction of the French government and 
the "proclamation du F.L.N.") as is the increased war effort after 1956 under Guy 
Mollet. May 1958 is examined in detail, in on average 200 words plus two or three 
documents (which represents an average of 20 per cent of the coverage of the Algerian 
war) after which there is often very little. Usually the last half of the war is seen through 
de Gaulle's changes in policy and mention is made of the putsch, the O.A.S., the exodus 
or such events are only present in documents. For example in the Hatier textbook there 
is only one paragraph of text on de Gaulle, the "semaine des barricades", the putsch, the 
310p.cit., p. 898. 
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O.A.S. and three documents; and in the textbook published by BeIin there is only one 
paragraph of text on de Gaulle's policy change and documents on the O.A.S. 
As will be seen in the following chapters teachers' lessons also follow this model 
and examine the second and longest half of the war principally via de GauIle and 
reactions to de Gaulle's Algerian policy. This reflects the place of the Algerian conflict 
in wider chapters (the French Fourth and Fifth Republics) in the programme and 
baccalaureat questions. The Belin textbook is a good example of the focus in the 
textbooks on de GauIle (see in the appendices four pages of photocopies from this 
textbook published in 1998). Two supplementary "Plans de composition" are included 
- one to answer the question "Le bilan politique de la IVe Republique est-il seulement 
negatif/" and the other "La presidence de de GauIle, 1958-1969". In both the place of 
the Algerian war is small in the answer, yet these are the questions that teachers and 
textbooks prepare pupils to answer. In the Belin the Algerian war is studied in three 
separate chapters: Decolonisation, Fourth Republic and Fifth Repubic. The text from 
the Decolonisation and Fifth Republic chapters is included in the appendices in which it 
can clearly be seen that the information on the Algerian war essentially concerns de 
Gaulle and reactions to his policy (less than two hundred words in each chapter). The 
Bordas, Breal, Hachette and Magnard textbooks are similar. In the latter interest in the 
Algerian war post-1958 is only in de Gaulle and the "reglement du conflit" and the 
oppositions to him (in the putsch, the "semaine des barricades" and the O.A.S.) then the 
exodus. 
Textbooks' treatment of the origins of the Algerian conflict is inherently linked to 
the fact that the war is not studied in its own right but in the wider chapters in the 
programme of Decolonisation and the Fourth (and sometimes Fifth) Republic(s). If we 
take the example of the textbook published by Belin32 (1998 edition), it is Chapter 
Fifteen which examines decolonisation. It is fifteen pages long in a textbook which has 
a little over three hundred and fifty pages. In the chapter there are two hundred words 
on the Algerian war and nine documents. However those two hundred words do not 
concern the origins of the war, rather they give a two-hundred-word summary of the war 
after November 1, 1954, two thirds of which insists on de Gaulle's role in the conflict. 
The chapter compares different decolonisations (e.g. French versus British and pacific 
versus violent), which is obviously a vast topic that leaves little place for the Algerian 
war, which is shown in the composition plans taken from the BeIin and Breal 1998 
editions of textbooks included in the appendices. 
The content of the chapter examines the origins of decolonisation in general by 
examining "La Crise du colonialisme", "L'Eveil des nationalismes" and "L'Epreuve de 
la Seconde Guerre mondiale". The only specific points on the Algerian war are 
mentioned on page two hundred and thirty-six of Setif May 8, 1945 in a one-page 
32ZANGHELLINI, V (ed.), His/aire Terminales L, E, S, Paris, Belin, 1998. 
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discussion of the general causes of all decolonisations; the fact that France was more 
reticent to let go of her colonies than other countries on page two hundred and 
thirty-eight; and the (non-commented) document the "Proclamation du Front de 
Liberation Nationale" on page two hundred and forty-four. While there are small 
exceptions, this model seems to be very typical of all textbooks' treatment of 
decolonisation, and of the origins of this movement and of the Algerian war. Indeed, if 
we compare an "average" textbook with a "good" textbook on the Algerian war, one 
difference can be how well the origins of the Algerian war are examined. In the 
Hachette33 five lines of text and one document help the pupil to understand the 
specificity of Algeria. Magnard on the origins of the war is not bad, either. It will be 
seen in the following chapters that this textbook content is very much reflected in 
teacher lessons and pupil knowledge. 
What is almost never in the text? As mentioned before, there is a universal lack of 
any detail or explanation. Furthermore, there is almost never a description of the nature 
of the war or its military aspects, for example battles, quadrillage and regroupement, 
the role of terrorism, the violence, the role of the army. Nor is there any reflection on 
the Algerian side, for example on Algerian nationalism or the war between the F.L.N. 
and the M.N.A ("Mouvement National Algerien": a rival Algerian nationalist 
movement to the F.L.N.). The contingent is never examined (except in the Breal); nor is 
censorship or literature. 
2.4. The "Stakes" of the Programme 
Having identified that the Algerian war is somewhat marginalized in the 
state-prescribed link in teaching, let us now begin to reflect on why this might be the 
case. As was seen in the previous chapter, the Third Republic provides a historical 
model in which education was used to strengthen the nation (notably through the use of 
history; but also through philosophy). Although it is clear that the Third Republic's use 
of education to strengthen the nation cannot be found to the same extent in the Fifth 
Republic, this role is still considered to be present as can be seen from numerous 
comments by observers of or participants in education. For example, Dominique Borne 
is "Doyen de l'Inspection Generale" (therefore the head Inspecteur, author of the 1989 
programme) and co-chairman between the early 1990s and 1998 with Serge Berstein of 
the history G.T.D. (therefore co-author of the 1990s programmes). In the French 
historical review Vingtieme Siecle, he wrote that: "".meme si la fonction de 
I' enseignement de I'histoire n' est plus tout a fait celle que lui assignaient les fondateurs 
33LAMBIN, J·M (ed.), His/oire Terminales, Paris, Hachette, 1998. 
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de la Republique, la dimension civique, sous une autre fonne, reste essentielle"34. 
Indeed, one of the four broad aims of the history programme is an "objectif civique". AB 
the authors of the 1998 history programme state: " .. .le role d'un programme d'histoire 
est capital pour I'insertion dans la cite, a travers la decouverte de ce qui fonde une 
communaute humaine ... ,,35. 
Similarly the fonner president of the very influential French "Association des 
Professeurs d'Histoire et de Geographie" (A.P.H.G.), Jean Peyrot, in one of his 
editorials in the association's review Historiens et Geographes wrote that: 
"L'enseignement de I'histoire est fondamentalement un enseignement pour inserer 
I'individu dans une Cite,,36. In an editorial in 1983 he identified one of the functions of 
history as to "transmettre une memoire collective revue et corrigee a chaque 
generation"; and stated that: "L'histoire et la geographie sont aussi instruments de 
cohesion sociale, memoire d'un groupe qui prend conscience d'un destin commun sur 
un territoire commun,,37. Jean-Pierre Rioux, "Inspecteur general de I'education 
nationale", in the interview with the author in Paris in February 2000, mentioned 
"cohesion", and the way it is lacking concerning the Algerian war, being an obstacle to 
its study: 
Le probleme de l' enseignement en France, comme ailleurs, est toujours: que dire a 
tout le monde? C'est pour ya que la memoire nationale de la guerre d'Algerie n'etant 
qu'en cours de constitution, I'enseignement tente de s'accrocher a une sorte 
d'etablissement le plus sUr possible, le plus honnete possible des faits et des grandes 
analyses, des grandes interpretations de la guerre d'Algerie mais n'entre pas ... 
considere que les memoires et leurs enjeux, et leurs conflits, et leurs cultes de 
memoire aussi dans les communautes en question ... est un sujet effectivement qui ne 
favorise pas une sorte de cohesion nationale minimum/minimale, et qu'en 
consequence, ya ne peut pas etre pour I'instant objet d'enseignement. (Rioux 2000) 
Peyrot also wrote that: "L'enseignement de I'histoire a pour but de transfonner les 
memoires individuelles et collectives en une memoire commune.,,38 This is highly 
important. If we admit the above as the aims of the progranune, these aims are not 
reconcilable with a detailed study of the Algerian war due to the fact that its memory is 
not a "collective national memory" rather still a series of "group memories". We will 
see throughout this thesis that the study in terminate of the Algerian war is not a 
detailed study. If there is no "collective national memory" (as Rioux et al. argued at the 
34BORNE, D, "L'Histaire du vingtieme siecle au Iycee. Le nauveau pragramme de terminale", Vingtieme 
Siecle, na. 21, January-March 1989, p. 104. . 
35BERSTEIN, S, BORNE, D, "L'enseignement de I'histaire au Iycee", Vingtieme Siecle, na. 49, 
January-March 1996, p. 136. 
36pEYROT, J, "L'enseignement de I'Histaire et la demacratie", Historiens et Geographes, na. 353, 
June-July 1996, p. 11. 
37Ibid., "A quai sert I'enseignement de I'histaire et de la geagraphie?", Historiens et Gtiographes, na. 
297, December 1983, pp. 285 and 286 respectively. 
38pEYROT, J, "Aux chacs de la vie", Historiens et Geographes, na. 328, July-August 1990, p. 10. 
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conference that gave rise to the book La Guerre d'Algerie et les Fran/;ais39) then 
Peyrot's "memoire commune" is highly limited and as Rioux states (below) the school 
authorities do not (yet) want to significantly engage with "memoires individuelles et 
collectives" of the Algerian war. This position is not the only one possible, but would 
seem to follow on somewhat from the French authorities' attempts after both the 
Second World War and the Algerian war to "forget" recent division so as to "rebuild" 
the present (e.g. amnesties after the Algerian conflict); a position fairly similar to 
Renan's40. Rioux has also mentioned in an article in Teierama the role of the teaching 
of the Algerian war in the lessening of tensions: he argued that it had contributed to 
"depassioner l'enjeu de memoire"41. This thesis argues that this has been achieved by 
avoiding a detailed study of the war in Algeria. The stakes are still high in terms of the 
memory of the Algerian war due to the way various communities still very much exist 
in French society - communities formed by the contingent, pieds-noirs, harkis, O.A.S. 
members, immigrants concerned by the war (including members or supporters of the 
F.L.N., MN.A.) etc. These communities still have memories that they do not share with 
other groups, indeed memories that separate them from other groups. 
One particularly interesting aspect of these stakes involves practical political power 
in France. One can speak of an "Algerian generation" in terms of politicians who are 
currently or have recently been at the head of the French state. The most obvious of 
these was Franyois Mitterrand. He was a minister during the Algerian war. He is often 
quoted for his reactions to the November 1954 insurrection in Algeria, when he 
declared: "L' Algerie, c'est la France". He was "Ministre de l'Interieur" (Home 
Secretary) at the time. Another however is Jacques Chirac who was a soldier (conscript) 
in Algeria. Benjamin Stora in his book Le Trans/ert d'une memoire42 titles the second 
chapter "Generations du Sud". He explains that Chirac was twenty-three when he 
arrived in Algeria to lead thirty-two men between April 1956 and June 1957. He then 
returned to Algeria between July 1959 and March 1960 as a functionary. Stora 
described Chirac's despair at de Gaulle's abandon of Algeria and his affinity for those 
who defended "1'Algerie franyaise" (defence of French presence in Algeria) positions. 
A very interesting argunIent concerning Chirac's relationship to the memory of the 
Algerian war was formulated in an artiele in Le Monde, in comment on Chirae's 
inauguration of a monument in Paris in memory of the victims during the Algerian war 
in 1996. The editorialist argued that: "Il reviendra peut-etre au successeur de Jaeques 
Chirae, issu de la generation suivante, de faire la clarte sur les responsabilites des uns et 
39RIOux, J-P (ed.), La Guerre d'Algerie et les FrCnl9ais, Paris, Fayard, 1990. 
40See RENAN, E, "What is a nation?", in BHABHA, H (ed.), Nation and Narration, London, Routledge, 
1990. 
41RIOUX, J-P, "Trous de memoire", interview conducted by Irene Bere1owitch, published in Telerama 
hors serie entitled "L' Algerie. La Culture face ida terreur" in 1995, p. 91. 
42STORA, B, Le Trans!ert d'une memoire: De ,rI'Algerie jranr;aise» au racisme anti-arabe, Paris, 
Editions La Decouverte, 1999. 
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des autres. "43 This seems to be logical as we have seen the way Chirac, notably in a 
speech on July 16, 1995, took a ground-breaking stance on the memory of Vichy when 
he stated that the French state was clearly responsible during Vichy for deporting Jews. 
This was the most explicit declaration of French collective liability during Vichy (and 
much more explicit than Mitterrand had, or had not, formulated). It was perhaps only 
possible since it was "[ ... ] une querelle qui n'etait pas celle de sa generation, mais celle 
de la generation precedente, dont I'itineraire personnel de Franyois Mitterrand 
symbolisait les divisions et les ambiguites"44. Indeed Mitterrand would seem to have 
tried to delay the trial of Maurice Papon in order to avoid opening old wounds. Other 
politicians currently very evident on the national stage and involved in the Algerian war 
include Lionel Jospin, who was a student at the time and opposed the war; Michel 
Rocard; Bernard Stasi; Pierre Joxe; Jean-Pierre Chevenement and Jean-Marie Le Pen. 
Rioux in the above-mentioned interview with the author also mentioned the 
Republic. This thesis argues that if we accept Peyrot's definition of history as "mernoire 
d'un groupe qui prend conscience d'un destin commun sur un territoire commun" this 
involves, as Renan argued, minimising community memories (such as those mentioned 
above). This is linked to identity and to national identity. As concerns ethnic minorities, 
this is also linked to integration (but beyond this group it concerns all groups, here 
concerned by the Algerian war). The idea of "saying the same thing to all French 
children" is inherently linked to notions of the Republic. Given the importance of 
"l'ecole" in "la Republique" - indeed they are but one in what is referred to as l'ecole 
de la Republique - surely a detailed study of the Algerian war is impossible even 
nearly forty years after the end of the war. Indeed it may be impossible for a long time 
concerning a subject such as the Algerian conflict (which was so divisive and 
engendered groups and communities) in the French Republic, and those who look to the 
education system as a catalyst for changes in the wider memory of the war in Algeria 
may be wrong to do so since, concerning immigration: 
[ ... ] I'ecole est parfois tentee par des politiques de reconnaissance, jusqu'au moment 
. ou elle se retracte, incapable de trouver un moyen terme entre un republicanisme 
negateur des differences, et un droit a la difference qui ouvre la voie au 
communautarisme.45 
Michel Wieviorka is talking here of the school and ethnic minorities in general but his 
comments could be applied to the teaching of the Algerian war in particular. The idea 
of isolating the Algerian war in terminale could be likened to "politiques de 
reconnaissance" concerning immigration and the school whereas a view which favoured 
43"La Memoire de la guerre d' Algerie", editorialinLe Monde, November 12, 1996, p. 18. 
44Ibid., p. 18. . 
45WIEVIORKA, M, "La production institutionnelle du racisme", Hommes et Migrations, no. 1211, 
January-February 1998, p. 14. 
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a "republicanisme negateur des differences" strikes me as analogous with not isolating 
the Algerian war and avoiding voluntarily trying to -influence and change the memory of 
the conflict through history classes. A virtually identical point was made in an article 
published in Le Debat in 1981 that described changes in the way history is taught. It 
explained the reasons why the Third Republic "republican myth" could no longer be 
taught. Interestingly, the authors also argued that no new "myth" could replace this old 
one: 
[ ... ] la lutle des classes, le chOmage, les inegalites sociales, l'emancipation des 
anciennes colonies, la presence massive d'enfants d'immigres dans les ecoles, 
l'imbrication des economies aux structures supranationales, toutes ces realites 
nouvelles se coalisent pele-mele pour rendre caduque la vieille odysee. Mieux, la 
constitution d'un nouvel imagier petri de certitudes contemporaines apparalt 
impensable, car il se heurterait a une definition tres contraignante et restrictive de la 
laIcite, con~ue aujourd'hui comme une neutralite inodore et sans saveur.46 
Following this line of thought, one can argue that the principle of "laIcite" is used to 
defend the way the Algerian war is not taught in significantly. more detail.' French 
school authorities would seem to be in the camp of those who think that it is better to 
forget division rather than bring what has been "repressed" out into the open. Indeed 
that is not really the role of schools, the programme or textbooks. Berstein in the . 
interview with the author stated: 
Faire un manuel scolaire c'est non pas dire ce qu'on a envie de dire, mais dire 
d'abord ce qui est historiquement admis par l'ensemble de la communaute 
scientifique. [ ... ] Et il y a ensuite un phenomime, surtout quand on en a fait pendant 
de longues annees ... on s'en rend bien compte, comment dirais-je, qui est un 
phenomene de respect de la societe. Je veux dire qu'un certain nombre de choses 
qu'on ne peut inscrire au fond que si la societe les accepte, et que il est absolument 
impossible dans un manue1 scolaire de faire valoir un point de vue minoritaire, fUt-il 
celui de l'un des auteurs; c'est le role des directeurs de collection de l'eviter parce 
qu'un manuel scolaire doit au fond delivrer une connaissance historique, je dirais 
meme en ce qui conceme l'histoire un contenu civique, mais n'a pas pour objet de 
choquer une partie de la societe. (Berstein 2000) 
However, in my opinion, this position poses a problem concerning teaching about the 
Algerian war due to the division the war created - memories of which have been 
repressed according to much work on the question, leading to what Stora has called a 
"transfert de memoire" in the present - and the continuing existence of conflictual 
group memories. It also concerns the nature of the war, with the trauma it caused. Again 
a parallel may be drawn between the Algerian war and World War Two given that the 
46BILLARD, C, GUlBBERT, P, "Peut-on encore enseigner l'histoire aux enfants?", Le Debat, no. 16, 
November 1981, p. 94. 
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study in terminale of Vichy tends to confront difficult topics such as collaboration, in 
this commentator's opinion, in a more satisfactory fashion than the study of the 
Algerian conflict deals with its his/oire noire. This might be explained in the following 
way. 
Berstein in the interview mentioned the way over the years textbooks' coverage of 
socialism in the (ex-)U.S.S.R. had changed. He explained this by progress in historical 
research but also progress in the "connaissance que la societe entre temps a eue du 
phenomene". This to my mind links in to the idea of shocking society and what can be 
said in a textbook. Perhaps it could be argued that French society, notably in the 1970s 
and 1980s, received a fairly significant amount of information on Vichy through various 
vectors of memory - such as the media, commemorations, trials, cinema, literature -
and that this has allowed the study in terminale of Vichy to develop. Memories of the 
Algerian war have not however been transmitted through such vectors to any similar 
extent, which perhaps explains to some degree why the study in terminale of the 
Algerian war is still so incomplete (to some extent to avoid shocking society, addressing 
groups, or being biased). Berstein does however agree with Rousso when the latter 
refers to the way history classes are "le mode de transmission sociale par excellence"47 
of memory. Such a treatment of the Algerian war is therefore very important conceming 
the memory of the war, and school authorities are aware of this. Also the historian 
Jean-Pierre Rioux, emphasising the importance of history classes in contemporary 
France, wrote in 1996: 
Jamais, surtout, le pari sur le role et la place de l'histoire dans la formation des 
jeunes n'a ete si clairement exprime. "Comprendre le monde contemporain et agir 
sur lui en personne fibre et responsable, etre present et actif au sein de la cite, 
exigent la connaissance du monde dans la diversite et son evolution" : le texte 
officiel de 1996 aurait pu etre signe par Seignobos. "Donner aux eleves une 
memo ire, [. .. ] aider a constituer le patrimoine qui permet a chacun de trouver son 
identite" : Lavisse ne desavouerait pas. "Former it l'intelligence active" : il y aura 
toujours des "hussards noirs" de l'histoire, tant qu'i! y aura des enfants qu'il faut 
aider it grandir en leur apprenant it ne pas oublier.48 
The above quotations all show that history is still an essential component of identity -
national and of groups and individuals - and that what makes people want to live 
together in the present is to some extent the past. Indeed, as will be argued below, this 
role of history may be shown in recent years to have developed i.e. since the end of the 
period of economic growth now known as the "Trente glorieuses" and the beginning of 
crisis with the accompanying "acceleration of history". We partly judge the present 
community (and consequently act in that community) to which we belong in terms of 
47ROUSSO, H, Le Syndrome de Vichy, Paris, Le Seuil, Second Edition, 1990, p. 253. 
48RlOux, J-P, "A quoi seIVent les cours d'histoireT', L 'Histoire, no. 202, September 1996, p. 50. 
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what we know about its past. That is what the programme designers are saying. Indeed 
Borne, in Vingtieme Siecle, said that: "Le professeur, conservateur d'un patrimoine 
culturel, doit entretenir l'histoire de France comme on entretient les monuments du 
passe" and talked of "<l'album de photos national> qui soude une communaute comme 
l'album familial donne l'epaisseur aux familles ... "49. However, as later chapters in this 
thesis will show, in the classroom these comments translate as a very small, incomplete 
and selective study of the Algerian war and on this question we encounter very similar 
positions to those held by Renan on "I' erreur historique" and "forgetting" being 
necessary. Rioux in the interview with the author mentioned the way the education 
system did not want to inflame or aggravate memories: 
En l'etat c'est cela, pour ne pas non plus je dirais, en isolant la guerre d'Algerie, 
pour ne pas envenimer je dirais des conflits de memoire ou des conflits 
d' appartenance qui peuvent exister it son propos, qui peuvent exister sur la guerre 
d' Algerie bien sUr ... Nous ne pensons pas qu'i! soit sage d'entretenir ces memoires it 
l'ecole parce qu'il faut donner it tous les jeunes Franyais un minimum et une vision 
d'ensemble. (Rioux 2000) 
In this thesis it is argued that these aims of the teaching of history translate for the 
Algerian war into a minimising of the division and violence of the war because that is 
not what provides social cohesion or a desire to live together. Principally because the 
Algerian war still tangibly effects present day France. The Algerian conflict is at the end 
of the 1990s perhaps unlike World War TwoNichy in so far as its memory still 
significantly hinders its study. While World War Two and Vichy may still be 
problematic for French society, much progress has been made, notably since the early 
1970s. I think its study in terminale reflects this. Indeed Berstein in the interview with 
the author referred to the study of World War Two (in particular Vichy) as an exception 
or having a unique place in the programme. It is one of the only aspects of 
contemporary history that is studied separately. He justifies this through describing the 
Second World War' as a "coupure chronologique importante", leading to the 
"renversement de puissances" and creating a "nouvelle configuration" and lastly giving 
rise to "problemes ethiques". While I think that the Second World War is more 
important in world and French history than the Algerian war, I do not think the above 
reasons given to justifY the exceptional place given to the study of the Second World 
War in terminale apply exclUSively to that conflict. Indeed couldn't the Algerian war be 
described in virtually the same way? If so, as I suspect, that opens up the possibility of 
another programme in which the Algerian war would have a different, more central 
place in the programme; were that what one wanted. At present, and so far, it is not. 
This may be due to the fact that the past (a knowledge of which is to a large extent 
49BORNE, D, "L'Histoire du vingtieme siecle au lycee. Le nouveau programme de terminale", Vingtieme 
Siecle, no. 21, January-March 1989, p. 104. 
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acquired by the study of history) is essential to present identity as can be seen from the 
following quotations. They were published in Historiens et GeograplJes at the end of 
the 1970s at a time of considerable debate on the history programme and taken from 
France-Soir: 
L'enseignement de I'Histoire m'a appris a savoir ce que c'est que mon pays. 
C'est-a-dire ce que c'est que la France, et aussi, plus modestement, ce que c'est que 
le monde. (Mr. Maurice Couve de Murville, de Gaulle's Foreign Affairs Minister) 
Connaltre l'histoire de son pays, l'histoire des autres pays, c'est se connaltre 
soi-meme. C'est un probleme d'identite. C'est retrouver son identite et celle des 
autres. (Mr. Louis Mermaz, socialist M.P. for the Isere departement) 
Je dirais, pour moi, l'histoire fait partie de ma carte d'identite. (Mr. Jean-Louis 
Beaumont, Professor ofmedecine and M.P.)50 
One of the reasons the Algerian war has been difficult to remember is French shame at 
what was accomplished in Algeria in the name of the Republic. In my opinion, this 
hinders the study of the war since this thesis also argues that the past is still important to 
our present identity. It can be argued that in the face of the "acceleration of history" and 
economic crisis France's relationship to the past has changed. This change can perhaps 
be seen to be the result of a new period of uncertainty dramatically breaking with the 
growth of "les Trente glorieuses" or alternatively as the culmination of the considerable 
changes (industrialisation, rural exodus, urbanisation) engendered by the growth. This 
statement is supported by Pierre Nora's description of a "commemorative era" in Les 
Lieux de memoire51 and numerous commentators description of France's (although this 
is true in other countries, too) obsession with memory. Indeed, central to Nora's whole 
argument is the way French society has changed in recent years, which has altered 
France's relationship to the past. Nora attributes this to such factors as the immense 
changes in rural France, the decline in Catholicism, the death of de Gaulle (with the 
consequential decline in gaullist myths), the economic modernisation of France and its 
end, the decline in Marxism and the opening up of France to the rest of the world. Such 
phenomena have led to the decline of the traditional model of commemoration and a 
more local and fragmented collective memory. 
Similarly, we saw above in the quotation from a 1981 edition of Le Debat societal 
factors which have profoundly changed education in France, namely class conflict, 
unemployment, social inequality, decolonization, immigration, and the development of 
a world market. Such analyses of "post-modem" France are further supported by the 
work of Kristen Ross. In her book Fast Cars, Clean Bodies52 she examines the period 
50The three quotations are from Historiens et Geographes, no. 278, May 1980, p. 554. 
51NORA, P (ed.l, Les Lieux de memoire, 3 volumes, Paris, Gallimard, 1984-1992. 
52ROSS, K, Fast Cars, Clean Bodies: Decolonization and the Reordering oj French Culture, 
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between the mid-1950s and the mid-1960s. She too emphasises the importance of the 
vast changes in France in this period. She describes France as passing from an agrarian, 
insular, empire-orientated, Catholic country to an urban, decolonized, Americanised, 
fully industrialised country. This modernisation of France is studied through the things 
it created, notably in the home and transport: automobiles, housing etc. She sees May 
1968 as the event that brought to light all of the problems associated with this lurch into 
modernization. Such descriptions of the modernization of France, which give us a better 
understanding of post-modem France, can be linked to wider post-modern comment 
such as the work of Francis Fukuyama who has gone as far as to argue "the end of 
history". For him liberal democracy has triumphed and is being accepted all over the 
world. Empirically the argument is a fairly strong one at present. As he says: 
Parmi les divers types de regime qui sont apparus au cours de I 'histoire des hommes, 
depuis les monarchies et les aristocraties jusqu'aux theocraties et aux dictatutes 
fascistes et communistes de notre siecle, la seule fonne de gouvernement qui ait 
survecu intacte jusqu' a la fin du XXe siecle a ete la democratie liberale.53 
Of course, with this model capitalism has also triumphed. These phenomena such as the 
spread of a consumer culture, Americanisation, "globalisation", and the neo-liberal 
economic model have themselves significantly changed France, and therefore French 
identity. Andre Burguiere, writing in Les Annates in 1979, said that: "Face a des temps 
incertains, difficiles, la France se reemacine"54. Henry Rousso, writing in 1987, also 
said: 
Sans doute la crise economique a-t-elle entraine un penchant nostalgique. Face a un 
avenir devenu incertain, le passe a pris soudain plus de relief, la prospective a laisse 
le champ libre a la retrospective. Le tres net regain d'interet a l'egard de l'histoire 
observe depuis quelques annees en est une des manifestations. 55 
Given the importance of the past to our present identity, and the role history classes still 
play in this process, the history programme is still important to society. Due to the 
importance of the history programme for society, it is a much fought over commodity 
and one which often changes. There. is what can be called "a rhetorical basis" to 
decisions on the programme and examination questions. Social constructionist 
psychologists have shown that: 
[ ... ] even the catechisms and ceremonies of ritual commemoration are the product of 
conversation and argument, as people have discussed how an event might best be 
Cambridge, Massachusetts and London, England, the MIT Press, 1995. 
53FUKUY AMA, F, La Fin de I 'histoire et le dernier homme, Paris, Flammarion, 1992, p. 70. 
54sURGUIERE, A, "La naissance des anna1es", Les Annales, no. 6, November-December 1979, p. 1344. 
55ROUSSO, H, Le Syndrome de Vichy, Paris, Le Seuil, Second Edition, 1990, p. 155. 
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commemorated, what precisely should be said and done and how it might be realized 
on each occasion. Billig (1987) makes the same point about the rhetorical basis for 
the formal rules of games such as cricket 56 
This, if taken in the context of programme and examination question design, shows us 
the importance of negotiating and discussing content. There are surely many influences 
on the programme designers. In an article published in the French historical review 
Vingtieme Siecle, Serge Berstein and Dominique Borne (joint-chairmen of the group 
that designed the 1998 programme) described some of the consultation process in the 
designing of a programme. This included discussion between different educational 
partners - trade unions and especially the A.P.H.G. but also directly with teachers in 
schools - yet also with various 'pressure groups. For them (talking especially in this 
instance about reactions to the programme): 
Ces multiples reactions temoignent du fait que les programmes d'histoire sont 
devenus un enjeu de societe et, a beaucoup d' egards, il convient de se feIiciter de 
l'interet qu'ils suscitent. Toutefois, mises bout a bout, les diverses critiques, 
observations et contre-propositions aboutissent a un paysage d'une grande 
incoherence oil figurent tout et son contraire.57 
Similarly the quotation from Vincent Descombes given below shows to what extent the 
terminate philosophy programme is (or rather was) also a compromise between 
different groups. Indeed a parallel could be drawn between the ascension of certain 
philosophical schools in the Third Republic and that of historical schools recently, now 
in a way represented by Berstein. Studying the terminate history programme, it strikes 
me that a useful comparison could also be drawn between the pressure groups at work 
concerning the memory of World War Two and those that exist for the Algerian war. 
Clearly there is a significant difference between the memory of Vichy and the memory 
of the Algerian war. This comes to a large extent from wider society and is reflected in 
the terminate programme. For Vichy there have been trials, wide coverage in the media, 
films, books etc. which arguably leads to pressures on what should be taught in 
terminate favouring a study of World War TwoNichy. Again this fact points us towards 
I 
theories of memory that put the accent on pluralism. However the two views - one of 
pluralism and the other of imposition in coIJective memory - are linked since perhaps 
it could be said that the Algerian war has been occulted (to a large extent by the state) 
to such an extent that, despite its historical importance, it is not now defended in 
(wider) society as worthy of study. On the other hand, some would argue that French 
people as a whole have never attributed much importance to the Algerian war. This 
56MIDDLETON, D, EDWARDS, D, (eds.), Collective Remembering, London, Sage, 1990, p. 9. 
57BERSTEIN, S, BORNE, D, "L'Enseignement de I'Histoire au lycee", Vingtieme Siecle, no. 49, 
January-March 1996, p. 135. 
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might be shown through various opinion polls which regularly show the Iow importance 
attributed to the Algerian war in relation to other events. Rioux made this point as 
follows: 
[ ... ] comme le montrent tous les sondages effectues a des periodes differentes depuis 
1962, la guerre d' Algerie n'a pas ete pour les Franyais un evenement majeur. Jamais 
les sondes n'ont considere qu'elle a engage, au meme titre que la Seconde Guerre 
mondiale, l'identite, la responsabiIite, les vaIeurs de la nation. Pourtant iI n'y a 
jamais eu en France de refoulement complet. Les associations ont toujours publie des 
temoignages, mais iIs n'avaient pas de lisibiIite sociale aux yeux des autres 
Franyais. 58 
One can argue that the reason French people do not attribute importance to the Algerian 
war is to a large extent the way the Algerian war has been occulted by French 
authorities and repressed by its actors. One example of such an opinion poll might be 
that published in I'Histoire in 1987 for its one hundredth edition. One question asked 
was: "Quels sont, a vos yeux, les trois evenements du XXe siecle, heureux ou 
maIheureux, qui furent les plus importants pour la France?" The question was a 
completely open one since no suggestions were given to the pollees. The answers they 
gave were the Second World War (39%), the First World War (30%), May 1968 (17%), 
unemployment (11 %), medical research (9%), the election of Franyois Mitterrand in 
May 1981 (9%), terrprism (9%), space travel (8%) and then the Algerian war (7%)59. 
Although the memory of Vichy is stilI problematic for French society, it is perhaps 
less problematic than previously and less problematic in many ways than the Algerian 
war. The Algerian war is usually described as "refoule" and "occulte" and it is therefore 
difficult to imagine significant pressure from society in favour of a study of this war. 
The opposite is more likely. That said, in the author's interview with Berstein he 
mentioned one example of pressure on the authors of the programme and authors of 
textbooks' concerning the Algerian war. He said that he had received a letter from a 
veterans' association which was "a demi menayante". This letter stated that if the 
textbook that he was editor of (Hatier) did not satisfy them they would exert pressure 
via their (claimed 200,000 members) in Conseils de parents d'eteves (which are 
committees of parents involved in certain aspects of the running of schools) to try to 
stop these groups from buying the textbook. Such reactions may not be received 
favourably by those who design the programme and write textbooks and may not be 
deemed reasonable, and therefore not acted upon. As concerns World War TwoNichy 
however changes to the programme arouse wider debate than a narrow associative 
58RlOux, J-P, "Trous de memoire", interview conducted by Iren. Berelowitch, published in Tel<irama 
hors serie entitled "L' A1gerie. La Culture face a la terreur" in 1995, p. 90. 
59"Les Francais et leur histoire", an opinion poll analysed and commented by RlOUX, J-P, L 'His/oire, no. 
100, May 1987, p. 72. 
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population. On the one hand this shows that remembering World War Two is not 
unproblematic, but on the other hand it at least shows that it is discussed and pressure is 
there to study the war. One example of this was in 1988 when the programme was 
changed: 
Pour alleger le contenu du cours de terminale et permettre I' etude detaillee de 
l'histoire mondiale des quarante dernieres annees, l'inspection generale a relegue la 
periode 1939-1945 en fin de classe de premiere. [ ... ] Des associations d' anciens 
combattants et de deportes, soutenues par des enseignants, denoncent le risque d'un 
effacement de fait de cette periode fondamentale dans les classes et sa disparition 
dans les epreuves du baccalaureat. 60 
It was due to such pressure put on the designers of the programme that the study of 
World War Two was reintroduced into terminale in 1998. It is however not simply due 
to the number of interventions but also their merit. The above example of the letter in 
favour of the way the contingent is portrayed in textbooks was not deemed reasonable 
or credible. However, in the author's interview with Berstein, he said that the history 
G.T.D. had received letters from people who had resisted and from some who had been 
deported. They pointed to the fact that due to the place of Wo rId War Two at the end of 
premiere it was not studied (due to teachers not finishing the programme) in a third of 
classes. This pressure was therefore effective to a large extent because it was adjudged 
reasonable and warranted. Berstein said that if the Second World War was not studied 
then that posed a problem of "connaissance historique" but "surtout" a "probleme 
civique" because for him "c'est la que les problemes de memoire representent les plus 
lourds enjeux". Interestingly he attaches more importance to the civic problem than that 
of knowledge - supporting the argument of this thesis that history lessons are still very 
important for socialisation and ultimately identity. Elsewhere in the interview he spoke 
of the way history classes can be seen to "modeler en quelque sorte la connaissance 
historique qU'ont les futurs citoyens des evenements du passe" (Berstein 2000). 
Also one might feel the need to say that the stakes of memory of the Algerian war 
are also very significant, yet the Algerian war does not benefit from this treatment. 
Perhaps there was also political pressure as "la memoire officielle" of Vichy has 
perhaps changed over recent years. If the Algerian war does not receive the same 
amount of support as the study of World War Two arguably does (resulting in about a 
one-hundred-page study of the war in most of the 1998 editions of textbooks which are 
usually four hundred pages long) then there is a clear impact of the wider memory of 
the Algerian war on the way the war is taught. Furthermore, it might be argued that the 
Algerian war is less memorable than World War Two as Robert Frank did at the 1988 
"La Guerre d' Algerie et les Franyais" conference. Part of the lack of pressure to study 
60BERNARD, P, "La Memoire menacee", Le Monde, July 13, 1988, p. I. 
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the Algerian war may also be linked to associative divisions. As will be seen in the 
following chapter, veterans' associations since the Algerian war have not been able to 
find significant areas of agreement. There is therefore hostility between different 
associations, such as between the F.N.A.C.A. ("Federation Nationale des Anciens 
Combattants d' Algerie, Maroc et Tunisie") and the U.N.C. ("Union Nationale des 
Combattants"). One very significant point of disagreement is how to commemorate the 
war: notably on March 19 or not. 
So, on the one hand, the programme is at least perceived as changing society (as 
argued by Rousso and accepted by Berstein), but there is also an inverse link between 
changes in society and changes in the programme. An example of this is that it was in 
1983 that post-World War Two history was first taught in French secondary schools. 
The causes of this significant change in the programme can be argued to be the late 
1979/early 1980 debate in society which led to the inclusion ofpost-1945 history in the 
terminale programme. This debate included a lot of discussion in the media on the 
teaching of history (in the local and national press; newspapers, magazines and 
reviews), lobbying in the lower and upper chambers of Parliament, petitions etc. The 
causes of the vast national debate are important and need to be examined. It was 
brought about by the action of the AP.H.G. which acted in 1979 as a reaction to the 
Haby reforms and particularly the proposal of making history optional in terminate. It is 
perhaps possible to talk of a long-term cause of the 1983 reform - numerous reforms 
from the beginning of the 1960s perceived as andlor actually reducing the place of 
history - and a detonator - in general, the Haby reforms, and in particular to the 
proposal of introducing "options" in terminate (history, like other subjects, would have 
become optional) which, in 1979, sparked off this huge campaign. This debate took 
place in a context of economic crisis, which on the one hand explains why history was 
demoted in the education system and on the other why the general public's interest in 
history significantly increased. France's relationship to the past was also modified 
considerably in the 1970s as myths about Vichy fell. The debate was also stimulated by 
significant changes in the world of research. The appearance of "la nouvelle histoire" 
was to have an impact on the teaching of history, as was the growing acceptance (and 
indeed institutionalisation) of contemporary history. The latter perhaps made the 
absence of post-1945 history difficult to justify. All of these factors contributed one way 
or another to the inclusion of post-1945 history, including the Algerian war, in the 
history programme which entered in use in terminate in 1983. These changes in society 
merited discussion because they also introduce wider considerations on our changing 
relationship to the past and the influence of the wider memory of the Algerian war on 
the educational chain. They show the way that what is taught via the programme is not 
fortuitous, but is rather a result of wider societal influences. 
Two reforms to the programme have taken place since 1983, one was implemented 
in September 1989 and the other came into effect in September 1998. The interesting 
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point to note is the frequency of the reforms. As the author of an article in Le Monde 
commented: "L'histoire avancerait-elle si vite qu'il faudrait la remettre en chantier 
constamment pour les e!t':ves?,,61 This shows how quickly our knowledge of 
contemporary history progresses (particularly on questions that were once taboo and 
occuJted); and therefore at any time also how incomplete our knowledge of these 
periods and events is. This arguably also shows to what extent the history programme 
(in terminale) is a difficult compromise between different interest groups and a 
fought-over commodity. As Vincent Descombes argued for philosophy: 
Selon la doctrine officielle, le Programme, chef-d'oeuvre de coherence et de rigueur, 
ferait l'objet d'un consensus unanime. En realite, il est plutot le resultat d'un 
compromis entre les differentes tendances existantes, et c'est pourquoi le 
Chef-d'oeuvre si souvent celebre fait periodiquement l'objet de remaniements 
importants.62 
Furthermore, the criticism and quarrels that the programme engender are also 
fascinating. All show the selective nature of the programme and how history is a 
memory of sorts: selective, influenced by the present, linked to groups and "used" etc. 
Indeed, one point that particularly struck me in the interview with Berstein was the way 
when he talked of treating the Algerian war in textbooks he often used the word 
"equitable". He talked of respecting the historical reality. This consisted of respecting 
different points of view: he explicitly mentioned those of the Algerian nationalists who 
started and subsequently fought the war, and that of the French government of the time. 
He then talked of the way one can "distribuer tres equitablement les elements qui sont 
de nature a deplaire aux uns et a deplaire aux autres plus qu' a plaire aux uns et aux 
autres". Examples were given: saying that the French army tortured and that the F.L.N. 
used terror to secure the Algerian population's support. He concluded that: "Le tout 
c'est un equilibre". The impression he left on me was one of a very fine balancing act 
being done when one treats the Algerian war (in a textbook), very much reminding me 
of Des co mbe's "compromise". 
Also interesting is the way "being equitable" sounds fine in theory but does not 
really take place in practice, at least in the programme taught since 1998. For example, 
we will see in future chapters the way pupils say they did not discuss torture in class. 
We will also see the way the massacre at Melouza, during which the F.L.N. wiped out a 
village that supported rival Algerian nationalists (M.N.A.), which is a good example of 
the terror used by the F.L.N. during the Algerian war, is not done in class. More 
generally other commentators have qualified the way the Algerian war is (or rather was) 
61lbid., p. 32. 
62DESCOMBES, v, Le Meme et ['autre. 45 cms de philosophiefran~aise (l933-1978), Paris, Les 
Editions de Minuit, 1979. 
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taught in terminate as very weak in its reflection on the Algerian side of the war. Guy 
Perville, at "Les Agoras Mediterraneennes" in 198363 , spoke of "europeocentrisme" to 
describe textbooks' underestimation of the importance of cultural (e.g. languages and 
religions) problems during the colonial period. The concept of "assimilation", 
according to which to be the equal of the French one had to adopt their culture, was not 
presented. The history of the F.L.N. was avoided. Paul Fournier, at the same conference, 
talked of "gallocentrisme", including in terms ofterminology as the terms "moudjahid" 
and "revolution" were not used. This suggests that the Algerian point of view has never 
been given as Perville and Fournier were talking about the programme taught between 
1983 and 1989. I would argue that sufficient time on the Algerian war is a prerequisite 
for being able to give all of the different points of view Berstein mentions, and that time 
is not available to teachers since the programme is vast and the Algerian war is only a 
small part of wider chapters, and therefore not deemed important enough in its own 
right to be studied in such detail. Ultimately a detailed knowledge of the Algerian war is 
not what pupils should learn through their study of history in terminate. 
2.5. Conclusjon 
This chapter of the thesis has argued that the Algerian war is not significantly present in 
the terminale history course - in the programme and examination questions, reflected 
in textbooks - and is becoming less and less present. This is in part since the 
programme in terminale is an integral part of the ecole in the Repubtique and these 
history lessons play an important role in creating cohesion in society by reference to the 
past; difficult or impossible on a subject such as the Algerian war due to the continuing 
presence in the classroom (and society) of different memories of the Algerian war (as 
will be shown in the next two chapters of this thesis concerning teachers and pupils). 
Another explanation of the partial small study of the war can be found in the overall 
memory of the Algerian war and the lack of a "collective national memory" and 
continuing existence of fragmented group and individual memories. Identity is central 
to this debate as is shown in much theoretical work on memory, which concerns all 
French children and in many ways the Algerian war cannot be, or at least is not, isolated 
and studied in depth in respect of the principles of the Republic: in favour of 
universalism and against communities and difference. The programme and examination 
questions are linked to the "official memory" of the Algerian war since it is the 
government that approves progranunes, employs civil servants and is responsible for 
63pER VILLE, G, and FOURNIER, P, papers given at "Les Agoras Mediterraneennes" in Marseilles in 
October 1983, published in Historiens et Geographes, no. 308, March 1986, pp. 887-924. 
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education. This is especially problematic given that we are examining the way the 
Algerian war is taught. The "official memory" of the war has been crucial since the 
colonial period in shaping the memory of the war into something which has often been 
described as "occulted" or "repressed". Developments in the 1990s have occurred but 
should not be exaggerated. 
We can also make reference here to -the work of Kristin Ross who argues that a 
gaullist-led erasure of France's colonial past has taken place; keeping the two stories of 
modernisation and decolonisation separate, in which decolonisation is portrayed as 
ancient history as if "France's colonial history was nothing more than an 'exterior' 
experience that somehow came to an abrupt end, cleanly, in 1962. [ ... ] colonialism itself 
was made to seem like a dusty archaism, as though it had not transpired in the twentieth 
century and in the personal histories of many people living today, as though it played 
only a tiny role in France's national history, and no role at all in its modem identity. ,,64 
Ross therefore argues that the Algerian war has been relegated to the periphery of 
French history when in fact it should be central, and suggests that the conflict's 
centrality can be re-established by overtly linking it to the processes of modernisation 
and the rise of consumer culture in France. Indeed her work helps us to better 
understand and identify what we can call a Gaullist-myth, centred on the return of de 
Gaulle with consequential turning of the page as a new, modem France is created. We 
have already identified the way the study of the Algerian war in terminale has been 
qualified as "eurocentric", which in itself might be linked to a wider narrative that sees 
the end of empire, like imperialism and colonialism themselves, as the product of great 
European men (here, de Gaulle) and European processes. Part of the difficulty of 
teaching the Algerian war can therefore be argued to be the way a detailed study of the 
Algerian war would attack myths that are deeply ingrained and still dominant in France 
today. 
This position is somewhat supported by Pierre Bourdieu who in a paper given in 
1995 spoke of "refoulement" concerning the Algerian war, notably of: colonisation, the 
colonial period, colonial repression and the war ofliberation.65 Benjamin Stora has also 
spoken of a "transfer of memory" concerning the Algerian war, and thus explains 
present-day phenomena by the past (repressed, unresolved). However, rather than 
. talking of occultation in this particular area, it would be more accurate in the terminale 
programme to talk of a partial unsatisfactory coverage of the war. This does not reflect 
the historical importance of the event but reflects rather the collective memory of the 
event. This is the case since the Algerian conflict cannot be studied in more depth due 
to factors such as the divisive and conflictual nature of individual and group memories 
6~OSS, K, Fast Cars, Clean Bodies: Decolonization and the Reordering of French Culture, Cambridge 
Massachusetts and London, the MIT Press, 1995, p. 9. 
65BOURDIEU, P, "Devoiler et divulger le refoute", in Algerie-Frallce-!slam, Proceedings ofa conference 
organised by the French centre at the University ofFribourg in 1995, L'Harmattan, 1997. 
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of the war. Furthennore, the way the war is taught has been influenced by these 
memories of the war - and the absence of a national memory of the war - while itself 
being a vector of memory that influences wider society. It is a vector of memory in so 
far as it is in itself a memory of sorts and transmits memories. 
If the Algerian war were completely absent, inevitable criticism would weaken the 
programme but if it were examined in detail the topic could still at the end of the 1990s 
be highly divisive due to "memories". The Algerian war is studied in the programme 
because it has to be (it inevitably figures somewhere in a contemporary history 
programme), but its study is small, fragmented, highly selective and incomplete. It is 
somewhat avoided in schools, especially in the state-prescribed link. The Algerian war 
is therefore present but not significantly so. Also we must not neglect practical 
considerations such as wider historical trends that hinder the study of the Algerian war. 
These have been shown to be very important, especially in the 1989 and 1998 
programmes. Also researchlhistorical knowledge plays a role in this process. In the last 
chapter we examined the historiography of the war (but paradoxically while historical 
Imowledge of the war significantly increased in the 1990s the study in terminale 
significantly decreased, as we can see in the analysis of textbooks). illtimately choices 
are made and the Algerian war is not selected to be remembered as World War Two is. 
Furthennore, the programme and examination questions are influenced by wider 
society. What society/groups want remembered can be very important, and society is 
not to be shocked in manuels. This introduces the idea of a pluralistic view of collective 
memory in which groups compete. As will be seen in the following chapters, the 
programme very much detennines what is taught (see "Teacher Link" chapter) and has 
therefore contributed to the change in memory of the Algerian war across the change in 
generation (see "Pupil Link" chapter). 
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CHAPTER THREE 
THE TEACHER IJNK 
The Teacher Link 
3.1 . Introduction 
This chapter draws on eighteen interviews conducted with history teachers in secondary 
schools in the Lyons area in the period from February 1998 to June 1999. The questions 
asked of the teachers can be found in the appendices and were commented on earlier in 
this thesis. Ten teachers were asked the A questions and the other eight the B questions. 
The interviews were conducted to a large extent in order to see whether there is a 
difference between what is supposed to be taught in terminate and what is actually 
taught. The chapter is designed to give us a detailed knowledge of what takes place in 
the classroom in terms of the teaching of the Algerian war. It therefore goes beyond 
simply analysing textbook content which was what previous work on the subject was 
often limited to. This gives us a clearer idea of what is taught and especially allows us 
to comment on how information is transmitted. All of these comments will be securely 
grounded in the theoretical work so as to try to give an idea, however incomplete, of 
why this is taught. 
This chapter will examine what teachers actually teach in class on the Algerian war. 
It will argue that what is done in class is in between memory and history. It will begin to 
show that history classes in terminate are relatively an important vector of memory, but 
that in absolute terms not much information is transmitted. The chapter will show how 
this is the case by analysing what is taught. The specificity of history classes will also 
be shown by comparing the educational vector with associative vectors of memory. It 
will be argued that to understand why the Algerian war is taught the way it is, we need 
to take into account various theories of memory. This allows us to continue to see to 
what extent what is taught is imposed by elites (perhaps in something that resembles a 
Halbwachsian view of collective memory) - and to try and explain why - and to what 
extent what is taught, and therefore transmitted, is more pluralistic in nature. These 
issues are inherently linked to what the social role of memory is or might be. 
In the previous chapter, the state-prescribed link in the teaching of the Algerian war 
was discussed. This involved examining the terminate history programme, baccalaureat 
examination questions and textbooks. The chapter concluded that less and less is 
supposed to be taught and that the Algerian war is not significantly present in the 
programme and examination questions. This is due to the place of the Second World 
WarNichy and changing aims of the programme. Indeed the nature of the programme 
has greatly changed over the years. The place of the Algerian war in wider subjects (in 
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the programme and examination questions) very much dictates the kind of information 
that is to be given on the Algerian conflict, at least in terms of textbook content. These 
are deliberate choices. It was argued and shown in particular that the division caused by 
the Algerian war still hinders a greater study of the war in terminale. So do Republican 
principles. Below is a discussion of the practical implications of such choices and 
stakes since this chapter on "the teacher link" in the educational chain will show how 
such considerations in the state-prescribed link actually influence classroom dynamics 
and content. It will also add another source to those studied thus far: teachers. The 
chapter is divided into three main sections with associated sub-sections. The first two 
sections illustrate different aspects of what is taught by discussing influences on 
teachers, the impact of the change in programme, how the war is studied and in what 
context this takes place. The third section complements the first two by situating the 
teaching of the Algerian war in wider society and helps us to understand in greater 
detail both the teaching of the Algerian conflict and the wider memory of the war. 
Before beginning, we can give some brief biographical information on the sample of 
teachers. Eighteen teachers were interviewed. They teach history in terminale in six 
lycees in or around Lyons in France. As concerns the age of the teachers, five of the 
teachers were between 30-40 years old, nine of the teachers were between 40-50 years 
old, and four of the teachers were over-50. Eight of the teachers were women and the 
other ten were men. In terms of the serie, of the twenty-four classes they gave history to, 
nine were in L or ES (in which students specialise in Literature or Economics/Social 
Sciences) and fifteen in S (Science). We can describe the sample as fairly well-qualified 
due to the difference between having passed the "Certificat d' Aptitude Pedagogique a 
l'Enseignement Secondaire" (C.A.P.E.S.) or the agregation. The C.A.P.E.S. is obtained 
after a year of study that comes after a degree and constitutes a qualification to teach in 
secondary schools; somewhat the equivalent of a British Postgraduate Certificate in 
Education (P.G.C.E.), although more academically centred. The agregation is also a 
year of study, but a higher level is needed to pass it, to teach at university-level as a 
supply teacher or, if the candidate also has a Ph.D., full-time. Both are teaching 
qualifications. Eleven of the teachers had the c.A.P.E.S. and the other seven had passed 
the agregatian. This means that they are amongst the best qualified but the sample, due 
to the reasonably high number of teachers with the C.A.P.E.S., is fairly representative. 
The lycees were a mix of those located on the outskirts of Lyons and those that are more 
central. They were all state-run lycees .. 
Concerning the personal history of the teachers we will see below in detail the 
importance of pied-nair origin in the sample. Three of the teachers interviewed were 
pied-nair or pied-nair origin: Teacher 6, Teacher 13 and Teacher 17. "Pied-noir" is a 
term used in France to refer to people who lived in Algeria in the colonial period and 
were European settlers. "Pied-noir" origin is someone whose parents were settlers and 
who subsequently came to France at the end of the Algerian war (one in my sample). 
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None of the teachers interviewed were ofMaghrebian origin. None had been conscripts. 
The two pied-noir teachers were close to retirement and had been on the forum in 
Algiers to listen to de Gaulle and had lived through the exodus from Algeria at the end 
of the war. We will see how this family involvement in the war would seem to lead to 
more interest in this subject in so far as these people were those who did the most in 
class on the Algerian conflict; in the "Pupil Link" chapter we will see how if pupils are 
of Algerian origin this again would seem to lead to more interest in the subject and very 
much colour the family transmission of memory and their knowledge of the war. We 
can also note, amongst the teachers, the very high number of people known by them 
who participated in the war which shows the importance of the shock wave on French 
society caused by the Algerian war. Of those asked, they all knew somebody closely 
involved in the war in Algeria (usually a conscript but sometimes apied-noir): such as a 
cousin, a colleague, in-laws, an uncle, or the boyfriend of a sister. One of the older 
teachers had been a student during the war (Teacher 4), while others had been children 
at the time and mentioned memories (notably Teacher 2, Teacher 8 and Teacher 16). 
We can also begin to reflect here on one particular facet of teacher identity: that of 
their role during the Algerian war. Their position was particularly ambivalent since on 
the one hand they were jonctionnaires and therefore representatives of the (colonial) 
French state, on the other hand they were active opponents of the war. As 
representatives of the state they became victims of F.L.N. attacks but, as opponents of 
the war, they played a role in resistance to the war and in denouncing the use of torture 
during the war. Vincent Descombes, when commenting on the way philosophy is and 
has been taught in France, remarked on the fact that teachers are jonctionnaires: "Que 
le professeur de philosophie, en France, soit un fonctionnaire de l'Etat explique que cet 
enseignement ait inevitablement des incidences politiques." 1 Here Descombes is 
referring to a large extent to the Third Republic, which itself was highly dependent on 
schools and history (and philosophy) for its survival. We saw in the Introduction that 
Hobsbawm described French Third Republic primary school teachers as "the secular 
equivalent of the priesthood - or perhaps given their poverty, the friars - the 
instituteurs,,2. Indeed the Third Republic was referred to as La Repuhlique des 
Instituteurs. We must not forget either that while setting up an education system that 
strengthened and supported the Republic, Jules Ferry pursued a policy of colonial 
expansion. For these reasons during the Algerian war teachers were victims of F.L.N. 
attacks like the Monnerot couple or Camus' Darn. 
The resistance side to teacher identity can be seen in the way people who resisted the 
Algerian war had studied history and were sometimes teachers too. In Martin Evans' s 
IDESCOMBES, V, Le Meme et I 'autre, Paris, Les Editions de Minuit, Collection Critique, 1979, p. 17. 
2HOBSBAWM, E, RANGER, T (eds.), The Invention of Tradilion, Cambridge, Cambridge University 
Press, 1992, p. 271. 
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book The Memory of Resistance3, which examines French opposition to the Algerian 
war, we find examples of teachers and people who studied history who took part in this 
resistance. As we saw in the Introduction, Renan in his speech "What is a nation?" 
argued that history and memory could be dangerous for a nation. We will see below the 
way teachers fulfil both of these roles - representatives of the state and formulators of 
criticism - as they teach the Algerian war. For example, on the one hand they often do 
similar things in class (respecting the programme) whereas on the other they are able to 
do more depending on their interests. This can be more hours in class or inviting 
someone to give testimony, neither of which are dictated by the programme. Hence the 
importance when examining the way the Algerian war is taught of not simply 
commenting on the programme, examination questions and textbooks; but of also 
interviewing teachers (and pupils). 
3,2, Teacher Choices and the Change in Programme 
3,2] Teacher Choices 
A useful starting point for this chapter could be a brief evaluation of the similarities and 
differences between what is supposed to be taught (taken as the programme, 
examination questions and textbooks; discussed in the previous chapter) and what is 
actually taught concerning the Algerian war. Overall it is true to say that there is 
relatively little difference between what is supposed to be taught and what is actually 
taught. Most teachers seem to do similar things in class in like manner and for similar 
amounts of time, and these lessons given by teachers clearly correspond to what is 
supposed to be taught. This allows us to talk, as concerns teaching (especially history, 
the Algerian war and in schools) of the state and/or elites effectively being able to instil 
its choices in pupils. We can explore the possibility of at least an attempt at some sort 
of a deliberate construction by the state of elements of a collective, national identity. 
However, while what is actually taught is overall what is supposed to be taught, it is 
also true that there is more in the programme than in some teachers' lessons whereas for 
others there is less. Furthermore, a lot of teachers say that they do more than what they 
need do if they were to follow the programme. As will be seen below, this introduces 
the possibility (albeit inherently limited due to the dominant place of the programme, 
and the baccalaureat examination at the end of the year) of a more pluralistic idea of 
collective memory. In this model teachers as individuals or members of smaller groups 
3EVANS, M, The Memory of Resistance. French Opposition to the Algerian war (1954-1962), Oxford 
and New York, Berg, 1997. 
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can influence a larger collective memory and themselves actively play a bigger or 
smaller role in its transmission than perhaps they are supposed to do as functionaries, 
therefore representatives of the state. 
Indeed in reality there is a certain amount of choice on the part of the teacher as to 
what to teach. A lot of teachers in my sample insisted on this point when talking about 
how they decided what to teach. For one: "Ca me parait important. C'est l'un de mes 
choix" (Teacher 17). She also said: "J'y passe le temps qu'il faut passer, je crois ... parce 
que je crois que c'est important, donc plus que ce que me disent les programmes ou les 
inspecteurs." For another: "En France l'enseignement est assez individualise" (Teacher 
1). Another said: "J'avoue que je prends parfois un peu de liberte avec les programmes 
parce qu'il y a des choses qui me paraissent importantes" (Teacher 11). Another teacher 
stated: 
Bien entendu, pour la guerre d'Indochine et pour la guerre d' Algerie on est amene a 
faire peut-etre un peu plus que le programme officiel prevoit pour des raisons un peu 
d'instruction civique, enfin de formation des eleves ... a leur rappeler ... enfin leur 
apprendre quelque chose qu'ils connaissent mal. (Teacher 4) 
This choice can be especially where to study the war or how long to spend on the war. 
Often choosing one subject inevitably means sacrificing another. Teachers often talked 
of spending more time on the Algerian war being "to the detriment" of other subjects 
and certain teachers said that they would not have time to finish the programme due to 
the choices they had made (insisting on one part of the programme; not necessarily the 
Algerian war). For this reason, and others, my sample perhaps represents especially the 
teachers who do the most on the Algerian war. This may be due to the number of 
teachers interviewed who had done the prestigious agregation examination, which 
suggests more motivation, more interest in and more knowledge of history. It may be 
true that the people who agreed to an interview were amongst the most interested in the 
Algerian war since if they did very little on this subject they might have declined the 
invitation to discuss it. Given that each teacher was contacted by word of mouth there 
may have been a "snowball effect" leading me in a certain direction i.e. towards people 
who took an interest in the Algerian war. However, of the eighteen people asked if they 
would agree to an interview none refused which suggests that I was able to gain access 
to people who did relatively little on the war as well as those who did a lot. This belief 
is upheld in the interview findings since certain teachers had done very little on the 
Algerian war. 
In the group talking about the 1997-8 year the maximum time spent on the war was 
six hours, the minimum was thirty minutes and the average was two and a half hours. 
The reason why there is a large homogeneity (and influence of the state-prescribed link) 
is that most teachers hover very close to the average time spent (which does not rule out 
significant differences between minimum and maximum times). In the group talking 
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about the 1998-9 year the maximum time spent on the war was three hours, the 
minimum was thirty minutes and the average was one and a half hours. Despite 
teachers' insistence that it is they who decide what to teach, there is for most teachers' 
classes surprisingly little difference between programme, textbook and classroom 
contents in terms of the sort of information that is given (especially in terms of what is 
taught rather than for how long or where). Nonetheless, there is scope for initiative on 
the part of individual teachers, and, as my research shows, such shifts in emphasis can 
tell us important things about the personal and societal factors which may influence the 
application of ministerial directives within specific classrooms. Furthermore, such 
factors that motivate teachers to do more on the Algerian war (or pupils to be more 
interested in the subject) are in themselves ultimately taken into consideration in the 
state-prescribed link, for example in terms of the desire not to aggravate conflictual 
memories, as was shown in the previous chapter. Hence the interest of studying 
classroom dynamics. 
3 2.1.1. Pied-noir Influence 
It is argued in this thesis that there is not sufficient wider societal pressure to study the 
war in considerable depth which leads to what is imposed being a very partial 
consideration of the Algerian war. While this Il!~ be the case, we have seen that 
individual teachers have a certain degree of freedom to study the Algerian war in more 
or less detail than the programme dictates. What makes teachers do significantly more? 
Interestingly of the small sample of teachers that I interviewed the determining factor is 
overwhelmingly being a pied-noir or of "pied-noir origin". This is true for three of the 
four teachers who did significantly more than their colleagues. One of these teachers 
(Teacher 6) had lived in Mostaganem in Algeria. She claimed that her uncle had been 
killed on November 1, 1954, and was therefore the first victim of the war. The 
Monnerots are usually cited as the first victims of the war. My understanding of what 
she said was that her uncle was not a Monnerot but was nonetheless the first victim of 
the war. Her father had also been killed by the F.L.N. in 1957. Her family had a 
vineyard in Algeria until Algerian independence in 1962. Another teacher was born in 
Oranie and then lived in Algiers until 1962. They lived in Bab-El-Oued and had 
therefore experienced firsthand the "semaine des barricades" (during which barricades 
were erected in the area to protest against de Gaulle's Algerian policy). The teacher 
who was of "pied-noir origin" was a man whose mother was a pied-noir. His 
grand-father had been a pilot in Air-Africa. He had two uncles who were members of 
the O.AS. The other teacher who also did a lot on the Algerian war in class, but who 
was not of "pied-noir" origin, had been in Algeria with her husband "en cooperation" 
and said that during the Algerian war she had had "une mauvaise conscience". "En 
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cooperation" is linked to military service and meant working in another country for the 
French state rather than being a soldier in France. 
Before the change in programme (which came into effect in September 1998) one of 
these teachers did six hours on the Algerian war, two did five hours and the other one 
did three and a half hours. This kind of interest makes the teachers do more than can 
easily be taught in the programme which is what a lot of teachers stop at (about two 
hours) and significantly more than what need be done (perhaps one hour). Here we can 
see a clear example of the way the process of transmission of memory can be more 
pluralistic than a view in which the programme is simply imposed. In this instance this 
is clearly linked to groups and a quite distinctive group memory. We can note that in the 
teacher sample pied-noir origin led to more interest in the subject and in the pupil 
sample maghrebi origin will be seen to lead to increased interest in the subject. 
However this choice by individual teachers to spend more time on the Algerian war, 
while it exists, is still in an environment in which significant imposition takes place and 
is fairly marginal given the amount of teachers susceptible to exercise it and the degree 
of deviance. 
3 2 1 2 pupil Influence 
At the opposite end of the scale, if we group the teachers according to school, then it is 
clear that the two teachers at the Cite Seolaire Internationale and two of the three 
teachers interviewed (the other being "pied-noir" and doing the war in detail) at the 
Lycee du Pare do similar things in class and considerably less than others. This could 
be seen in the time they spent in class on the war and their general comments on 
teaching the conflict. Both these schools are "prestigious" schools fairly centrally 
located in Lyons in which, very importantly in this commentator's opinion, there are 
fewer pupils of North-African origin than other schools. Perhaps teachers in such 
schools are also under more pressure to provide very good results at the baeealaureat 
and therefore stick to the programme and are more influenced by preparing the pupils 
for the examination. Such issues seemed to be evident in the comments of the teacher 
quoted in the previous chapter who said that his pupils would criticise him if he spent a 
lot of time on the Algerian war since this was not a subject they would have to address 
in the baecalaureat examination. 
This links in to the central question of "demand" for the subject. Teachers, for 
example, answer pupil questions but only if there actually are questions. Often teachers 
insisted on this point. While they described the lesson as being very teacher-centred 
they also said that they answered questions that they were asked. As one teacher said: 
"On est amene it preciser certains points en fonction des questions des eleves ... ~a ne 
me guide pas,j'ai mon cours prepare mais ~a peut m'amener it aller plus loin" (Teacher 
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17). The ethnic make-up of the school was also something mentioned in a lot of 
interviews. For example one teacher stated: 
Dans la banlieue ou j' ens eigne il y a pres de vingt pour cent des eU:ves qui sont 
d'origine maghrebine. Etje pense que ce n'est pas ininteressant de leur apprendre ce 
morceau de leur histoire qui est aussi notre histoire. C' est a peu pn::s la meme chose 
qui fait qu' on essaie de donner une place plus large a I' etude de l'Islam et des 
societes maghrebines, enfin islamiques en general, dans le cadre des programmes -
qu'ils traitent plus ou moins bien - mais autant que possible, je ne sais pas, on 
essaie d'en parler de maniere plus etendue. (Teacher 1) 
Another teacher, this time at the Lycee du Pare, said: "En general les eleves ecoutent 
mais en fait ne se sentent pas concemes ... parce que, bon pour eux, c' est a la fois trop 
vieux et puis leur famille souvent n'est pas concemee par le phenomene" (Teacher 5). 
Below and in the next chapter will be discussed the definite change in memory linked to 
the change in generation but here we can note that for this teacher at least, interest in 
the subject depends to a large extent on family (and sometimes therefore ethnicity). One 
teacher in an interview mentioned how the pupils in two secondary schools where he 
had worked were not the same and therefore his approach to the Algerian war had 
changed. He did not describe exactly how his approach had altered but he said: 
J'avais des eleves au debut des annees 80 qui etaient aussi bien interesses mais il y 
en avait aussi pas mal qui etaient d'origine maghrebine ... d'origine algerienne - pas 
tous algeriens, certains etaient marocains ou tunisiens. Et puis j' ai change de Iycee et 
dans le Iycee ouje suis il y a peu de maghrebins, donc I'approche n'est pas la meme, 
evidemment. (Teacher 2) 
Differences between schools can perhaps be understood through reference to the 
work of Maurice Halbwachs on collective memory in which he insisted on the 
importance of groups. For HaIbwachs the present is very important in shaping memory, 
as groups reconstruct the past in relation to their present interests. People's individual 
memories are influenced by the group they belong to, the place that they occupy in this 
group, the relation of that group with other groups; indeed they are influenced by all 
groups that have ever existed. Halbwachs examines family, religious and class 
collective memories. Why does Halbwachs examine these groups and not others? Could 
a school or class be a group? Perhaps this would not be possible due to the limited 
nature of belonging to such a group. HaIbwachs does not seem to define a group but 
would seem to examine groups that clearly significantly influence(d) people's lives (at 
his time of writing). This commentator believes that many other groups exist, that 
Halbwachs's findings on the groups he studied do not rule this out, and that one 
example of this could be an ethnic group (at this time of writing). It strikes me as 
extremely difficult to state precisely what exactly constitutes a group - e.g. is an ethnic 
group sufficiently homogenous? - but we know that Renan spoke at least of different 
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communities in countries and the way these communities had to forget to unite in a 
nation. Here the idea of a community of people of immigrant descent is more likely to 
correspond to Halbwachs's view of a group. In my sample, listening to teachers, it 
would seem that classes, schools and ethnic groups do influence classroom content and 
therefore ultimately memory. 
Social constructionist theories of memory could also be used here to explain this 
choice of what to teach on a subject linked to the pupils' origin and perceived interests. 
This is since memory is seen to be inherently social (rather than individual memory 
formed of images). It is something that is constructed as we remember together and 
discuss memories somewhat negotiating their veracity. Therefore who we are with is 
important This again tends to fit in with theories of memory that emphasise pluralism. 
Imposition takes place in terms of the programme and examination questions, but there 
is more pluralism in the classroom in different schools. Obviously again my sample is 
limited but the difference between some teachers and some schools does seem to be 
quite stark. 
3.2 I 3 The Influence of Other Elements of the Present 
Indeed the present is also important in other ways in understanding classroom content. 
Numerous teachers mentioned the present in why they studied different elements of the 
war. One example of this was the study of harkis. Teacher 12 said she studied the 
harkis in lesson and mentioned current affairs in this choice as wen as a "lieu": the 
Duchere (district of Lyons) and a stele (which was the "monument aux morts d'Oran", 
which was brought back from Algeria to Lyons at the initiative of pieds-noirs who fled 
Algeria and settled in the Duchere). Another teacher said: 
J'en ai parie parce que c'est un probleme qui revient encore maintenant. <;a ils ont 
ete tres sensibles. Je crois qu'ils ne savaient pas finalement tres bien ce que c'etait. 
Je crois qu'ils ne savaient pas. Donc j'en ai parle. J'ai explique ce que c'etait 
exactement que les harkis, pourquoi leur situation etait particulierement difficile et 
injuste ... (Teacher 17) 
Another teacher mentioned the demonstration that ended tragically at the metro station 
Charonne and current affairs: the way in which during the Papon trial there had been a 
lot of media coverage of this event in the Algerian war had led her to do it in more 
detail than other years. A third teacher mentioned recent books on the events of the 
night of October 17, 1961, which meant he wanted to spend more time on this subject 
in future. Furthermore the rise of the French Front National (a far-right party) was also 
cited as a reason to spend time on a study of the Algerian war in history classes by 
teachers, as was the situation in Algeria in the 1990s (i.e. a particularly bloody civil 
war). On the link between the Algerian conflict and the rise ofthe F.N. one teacher said: 
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Si je m'ecoutais pour faire du bachotage, pour mieux preparer, je reduirais. Mais je 
pense que c'est utile pour leur formation, pour comprendre en fait comment peuvent 
reagir leurs compratiotes face a des problemes qui peuvent resurgir sous un autre 
forme comme par exemple la montee du Front National. Ils ne voient pas toujours le 
lien qu'il y a entre le traumatisme algerien et certaines reactions qui sont viceralles 
et donc pas comprises. (Teacher 5) 
The civil war in Algeria was also mentioned by several teachers throughout different 
interviews. These reasons given to defend teacher motivation support the argument that 
the Algerian war is an important subject. As one teacher said: "<;a m'interesse 
justement parce que je sens que pour les Frans;ais... par rapport a l' Algerie, meme 
aujourd'hui, s;a a de I'importance. C'est une histoire qui eclaire pas mal notre present." 
(Teacher 7). Clearly then the present influences what is taught. 
To resume the argument so far we have seen that the programme is "an official 
memory of sorts" and that the programme heavily influences classroom content, so it is 
possible to argue that there is a lot of imposition of what should be remembered by 
being taught in history lessons in state secondary schools. This is linked to national 
identity and social cohesion as the content of the programme (its aims etc.) have all 
been discussed and negotiated by elites, whose comments, as was seen in the previous 
chapter, show the importance attached to history and history classes in instruction 
civique, integration and generally belonging to and living in a community. However, 
the programme and examination questions, while developed by elites in a very political 
environment are also influenced by wider memory and society. Furthermore, the above 
discussion has also illustrated the impOl:;.nce -of t;acher Choice in this process of 
teaching the Algerian war in termina/e. This shows the way that collective memory can ! 
be more plural and the way that what is taught is a memory of sorts €~_~s_~ly 
selective. This choice has also been linked to groups and the work ofHalbwachs, it was 
argued, can help us to understand this. This view is reinforced by the question of the 
present in the teaching of the Algerian war. It will also be shown below that what is 
selected is overall "glorious" and what is forgotten consists to a large extent of the 
shameful aspects of the war. Plurality may correspond to influences on the programme 
or teacher choice, as was shown above, but below it will be shown that it does not 
correspond to the way the programme is taught. References to the Algerian war are 
scattered into wider chapters of the programme rather than the Algerian war being 
central to the programme. 
Having identified that what is taught is indeed a memory of sorts, between memory 
and history, let us turn to the practical translation of the programme to study these 
points and see how this is the case. The discussion of the practical reality of the 
programme will highlight how what is taught about the past in the present reflects 
present agendas and that less is being taught. It will also show that the way the war is 
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taught supports theories of memory that put the accent on imposition rather than 
pluralism (especially on this question). Lastly it will highlight the fact that the 
references to the Algerian war are scattered into a study of wider topics rather than the 
war being studied "en elle-meme". An explanation of these characteristics of the 
teaching of the Algerian war will be given by situating education in the realm of social 
memory. 
3.2 2 The Change in Programme 
As can be seen from the above figures on time spent in class on the Algerian war, there 
is a significant difference between the amount of time spent in the period 1989-98 and 
in the post-1998 programme. Changing the whole programme in 1998 has significantly 
changed the way the Algerian war is taught. As was seen in the previous chapter, this 
has been a long term trend which was begun in 1989 (but was accentuated in the reform 
that came into effect in September 1998). Changing the programme has made teaching 
the Algerian war even more dependent on the choices of teachers and has made its 
study increasingly to the detriment of other parts of the programme. Before this was 
already the case but it is much more so since the change in programme. The change in 
programme was at the centre of the B interview questions and was therefore discussed 
at length in the interviews with teachers. The general consensus was that there has been 
even more of a move away from a factual history to a broader history which is more 
general and more synthesised. 
The programme is longer because of the reintroduction of World War Two in the 
terminate programme and, indeed increases in size every year because of the "De 1939 
Cl nos jours" emphasis which means there is more to do every year in order to study 
"until the present day" (therefore significantly more so than in 1983). The programme 
was also made more general by the introduction of very general chapters e.g. four 
country/system models. On the change in programme, one teacher stated: " ... on nous 
demande d'insister sur les grandes periodes de maniere beaucoup plus generale. Donc 
en fait on nous demande de rentrer moins dans les details ... " She also said: "Sur la 
decolonisation on devrait aller plus vite. La guerre d' Algerie on devrait la citer que 
comme exemple de guerre coloniale mais sans vraiment rentrer dans les details" 
(Teacher 11). Another teacher said "... on ne peut pas exiger des eleves des 
informations tres pointues done on reste dans les grandes !ignes, c'est Ita le programme, 
c'est hl-dessus ... c'est les grandes lignes de notre histoire contemporaine." She 
continued by saying: "Moi je sais que cette annee je m'appesantis moins sur, disons sur 
les details, enfin les details, sur les points particuliers. Et la guerre d' Algerie, si on 
l'etudie, on entre dans le particulier..." (Teacher 12). These points are fully supported 
by another teacher when he said: "On demande aux eleves uniquement de retenir les 
grandes articulations." Also: "On demande aux eleves de retenir de moins en moins une 
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histoire factuelle mais beaucoup plus des evolutions globales" (Teacher 14). In fact all 
the teachers interviewed after the change in programme make these points. 
What is dropped? For one teacher an example of what was dropped was what 
happened in the rue d'Isly in Algiers on March 26, 1962: 
Je n'en parle plus. Avant, les autres annees,j'en parlais mais hlje n'en parle plus. Je 
n'ai pas le temps ... Manque de temps. Pour que les eleves puissent comprendre il 
faudrait rentrer plus dans le detail. Je ne peux plus. Moi je ne le fais plus. (Teacher 
17) 
A further example of something dropped by her was the bombing in 1958 of 
Sakhiet-Sidi-Youssef in Tunisia by the French airforce, which resulted in numerous 
deaths (children being amongst the victims). Another teacher also said that the change 
in programme would lead to less events from the war being studied. When asked 
whether it would be possible in 1998-99 to continue to study the Algerian war in its 
own right she replied: 
Moi je pense que non. J e pense que fl:a va etre tres difficile de garder la guerre 
d' Algerie en elle-meme ... Je suis a peu pres sUre que je vais la traiter de maniere tres, 
tres rapide et que je n'aborderai pas toutes les questions que j'abordais auparavant. 
Donc de maniere pas satisfaisante. (Teacher 15) 
Another way of seeing what has been dropped due to the change in programme is to 
examine textbook content with the emphasis on the difference between pre and 
post-1998 editions. This was done in the previous chapter in which it was shown that 
less information is in general available in the 1998 textbooks on the Algerian war. As 
will be developed in the next chapter which is based on interviews with pupils, these 
general aims of the programme have a very direct impact on classroom dynamics. 
Choices made by the progranune designers, inspections and govermnents are therefore 
very important. 
3.3. How and Where the War Is Taught 
3.3.1. How the War Is Taught: "Imposition" Not "Social Construction" or 
"Pluralism" 
The above comments on the actual time spent on the war and the choices of teachers 
give us a better idea of the reality of the programme i.e. actual classroom activity. How 
the programme is taught is of key importance. This is the kind of information that can 
only be gained by actually talking to teachers. Arguably the way the Algerian war is 
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taught - qualitative aspects of the question - is more important, for example, than 
how long is spent on the war - quantitative aspects of the question - although there is 
clearly a link between the two. The programme is inevitably described as long and 
demanding. Above all it is important to note that the Algerian war is taught in 
terminale, which differs from the seconde or premiere years. In the French education 
system pupils pass through seconde, premiere to then finish their secondary education 
in terminale. All teachers said that the lessons were conducted as a "Cours Magistral" 
which means that the teacher lectures and the pupils write. In the next chapter we will 
see the attitude of pupils in class and the way they tend to spend the whole lesson 
simply writing what the teacher says. Teachers often mentioned the difference between 
different years in the lycee and the way different teaching practices were possible in 
other years. A lesson dynamic in which the teacher speaks and the pupils write tends to 
support theories of history (and the nation) being "imposed" (rather than being 
plebiscited daily as Renan would have us believe). In the context of the classroom in 
terminale, there is little discussion or remembering together. Teachers said that in other 
years different teaching practices were possible which allowed teacher and pupil to 
spend more time on subjects (since there is no national examination to prepare for there 
is less of a time constraint). A more pluralistic view of memory could however see 
. memory as follows: 
The historical study of memory would be the study of how families, larger gatherings 
of people, and formal organizations selected and interpreted identifying memories to 
serve changing needs. It would explore how people together searched for common 
memories to meet present needs, how they first recognized such a memory and then 
agreed, disagreed, or negotiated over its meaning, and finally how they preserved and 
absorbed that meaning into their ongoing concems.4 
In this quotation there is obviously a lot of room for pluralism, as negotiation takes 
place. In the classroom however, at least in terminale, it would be more accurate to talk 
of imposition and a distinct lack of discussion. Other teachers also mentioned the 
"utility" of the classes: "On essaie au maximum que ce qui est fait en classe soit 
utile/utilisable" (Teacher I). This means that teachers try to make classroom content 
relevant to answering examination questions. The way the Algerian war is taught also 
depends on the serie: 
Le probleme des Terminales S est que le coefficient d'Histoire-Geographie a 
I' examen/au bac est relativement faible, donc iIs vont minimiser leurs efforts et ils 
preferent qu'on leur presente un materiel tout fait qui n'est plus qu'a reutiliser. Donc 
on peut bien essayer d'iIIustrer le cours par soit quelques extraits de bande video, 
4THELEN, D, "Memory and American History", The Journal of American History, vol. 75, no. 4, March 
1989, p. 1123. 
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soit en essayant de leur indiquer des films ou des lectures ou des references mais on 
n'a pas le temps de les utiliser en classe. Deux heures c'est tres, tres court. On ajuste 
le temps de faire le tour de la question a peu pres mais on ne peut pas approfondir. 
(Teacher 5) 
Although this teacher is talking about the serie S (scientific students) his comments 
effectively also (to a slightly smaller degree) apply to other series and the terminate 
year in g~eral. The comments on the attitude of the students echo what was said by 
other teachers. Also mentioned by all teachers is the problem of time which leads to the 
difficulty of not being able to go into detail. Support documents are said to be 
impossible to use in c1as7 which also corresponds to what Q!~er teachers have said. 
Students are preparing for the baccataureat and are therefore "consumers". Other 
sources cannot be used, especially for the Algerian war. The vast majority of teachers 
talked this way about their lessons, but not all. Those who chose to spend significantly 
more time on the Algerian war tend to mention these points a little less. Furthermore, it 
can be noted that the argument that there is a lot of imposition in the teaching of the 
Algerian war and little room for discussion does not contradict the above argument that 
the make-up of the class can change classroom content. It might be argued, for 
example, that while what dominates is imposition which tends to aim to reduce division 
or pluralism in the creation of some form of "memoire commune", there is still room 
for some pluralism in the form of group pressures and influences in this process. 
3.3.2. References to the War Are Scattered into Wider Subjects 
3 3 2 1 Lack of Detail 
At the centre of an understanding of how the Algerian war is taught and what is taught 
is the question of the detail that is given on the Algerian war and the fact that most 
points are just mentioned without sufficient explanation To a large extent this is linked 
to the nature and aims of the programme. A quotation was given in the previous chapter 
in which the teacher (Teacher 4) described the "esprit du programme" which meant that 
the aim of the classes was to explain the sequence of events during the Algerian war 
rather than giving details of the events themselves. However it is also due to a very long 
programme and a lack of interest in the Algerian war "en soi". For another teacher the 
aim of the lessons was to show the ''<\tapes'' in the war (Teacher 2). This is fairly 
evident in teachers' discourse when they stick to a chronology. One teacher brought 
some documents to the interview, one of which was a chronology of the Algerian 
conflict taken from Le Monde in 1992 (one A4 page recto-verso included in the 
appendices). He talked me through the chronology telling me which of the elements he 
did or did not do in class. Broadly speaking, and this applies to all the teachers in the 
sample, if the emphasis is put on the stages of the war then very little is done before 
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1954 (perhaps SetifMay 8, 1945), and then 1954 is studied as the "declenchement" of 
~ 
the war, 1955 and 1956 constitute an "enlisement" in the war, 1957 is important for the 
battle of Algiers and 1958 is studied for de Gaulle's return to power. The lessons show 
that 1959 included de Gaulle's speech on "autodetermination", in 1960 de Gaulle 
speaks of an "Algerie algerienne" which leads to certain reactions including the 
"semaine des barricades", 1961 brings a referendum and more reactions including the 
O.A.S. and the putsch, and in 1962 there are negotiations, the "accords d'Evian" and 
independence. 
In this way the details of the war, so to speak, are not studied, but the student should 
understand the development of the war. The stages of the war are studied in so far as the 
lessons should show how a relatively small insurrection led to independence and, 
importantly, how over the years peace was achieved (insisting on the role of de Gaulle). 
As the particular teacher who talked me through the chronology taken from Le Monde 
said: "IJ y a beaucoup de choses qui passent a la trappe ... qui sont souvent evacuees" 
(Teacher 10). In the chronology he gave me, elements of the war not studied but in the 
chronology included December 1954, Creation of the "Mouvement National Algerien" 
(M.N.A.: a nationalist movement rivalling the F.L.N.); May 19, 1955, Decision to call 
up again soldiers who had already done their military service; February 6, 1956, "La 
journee des tomates"; May 18, 1956, Palestro; September 30, Terrorist attacks in 
Algiers including one on the Milk-bar; October 22, 1956, Hijacking of Ben Bella et al.; 
May 29, 1957, Melouza; February 8, 1958, Sakhiet-Sidi-Youssef; 1960 Jeanson trial 
and the "Manifeste des 121"; February 8, 1962, Charonne; March 26, 1962, La rue 
d'Isly. While that does not mean that all of the other elements included in the 
chronology were studied, it does show how many significant events of the war are not 
done in class. It also shows how much of what is left out includes to a large extent the 
most violent and ultimately most occulted aspects of the war. In the elements of the war 
studied by that particular teacher, while there was an emphasis on explaining the overall 
development of the war (in the way explained above) there was also a lot of insistence 
on de Gaulle. This kind of approach to the Algerian war is also evident in the lesson 
plan given in the appendices. Another teacher described the lessons as "general 
history": 
On fait toujours un cours en fonction de l'epreuve du baccalaureat possible. Donc, 
on les prepare a tels types de sujets et aussi au fait que c'est un cours d'histoire 
generale donc on ne rentre pas dans les details extremement precis sur la guerre 
d'Algerie. (Teacher 3) 
One teacher, after the change in programme, seemed particularly unhappy with the way 
in which the new programme meant she had to examine history in terminale and 
particularly the Algerian war. She said: "IJ faut dire tout, parler de tout, mais sans rien 
approfondir, Ita reste tres, tres superficiel" (Teacher 16). This is inherently linked to the 
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problem of time which was mentioned by all teachers throughout all interviews. All 
teachers have to go extremely quickly. As we have seen, spending more time on one 
subject is to the detriment of others and teachers often do not finish the programme. A 
leitmotif in the interviews is: "On n'a pas le temps". This determines the lecture-style 
form of the lesson. It also dictates whether sources can or cannot be used. This is true 
for written documents or video but also for the question of inviting veterans into class 
(see below in the next section of this chapter). Most importantly of all it means that no 
details or explanation can be given. 
In this way while many teachers said "yes" they studied points I asked them about in 
my interview questions (included in the appendices), more often than not this treatment 
was qualified as "citer", "indiquer", "mentionner", "signaler" or "evoquer". Such words 
are very dominant in teachers' discourse and undoubtedly mean that details are not 
given. As one teacher said: " ... la memoire n' est pas vraiment, je trouve, transmise dans 
la mesure ou c'est evoquee mais ce n'est pas veritablement expliquee" (Teacher 16). 
The fact that the treatment of the Algerian war is not a detailed study was something 
very perceptible in the pupil interviews as will be shown in the next chapter. There is 
very little understanding on the part of students if their knowledge comes from the 
classroom. Only a limited number of points are dealt with in class and those that are 
talked about are not done in sufficient detail so that they are understood. This ') ? 
\ 
corresponds to the result of history classes, but is not true of knowledge obtained from \ 
the family. These points will be discussed further in the next chapter. 
One question can be examined in particular to grasp the importance of only 
mentioning things: torture during the Algerian war. Indeed this aspect of the war was 
one example given by a teacher to illustrate the way points were only mentioned. The 
teacher gave the example of torture to illustrate the lack of detail. When asked about 
how long he spent on the war, he said: 
On ne peut pas rentrer dans les details, on peut juste voir les mecanismes et des 
indications et on ne peut pas rentrer dans les details ni des operations militaires ni en 
fait de tel ou tel detail significatif comme par exemple le role de la torture. On parle 
du probleme de la torture mais on le cite en passant, on n'est pas oblige d'aller plus 
loin. (Teacher 5) 
Teachers when asked about torture, in the B sample, sometimes seemed a little ill at 
ease. This can be seen in different reactions. It can be heard, as one teacher replied to 
the question on torture with "Ah!", or seen, as teachers look uncomfortable. It can be in 
the content of what is said on torture as teachers immediately insist that there were 
excesses on both the French and Algerian sides (and while this is undoubtedly true, one 
has the impression that the phrase is a way to relativise or justifY torture). It can also be 
seen in incoherent answers. One teacher started her answer by insisting on the 
importance of studying torture (by making reference to the scale of its use and to the 
108 
accusations of torture levelled against the leader of the French National Front in the 
1980s) and then finished by saying that she just mentioned this question in class. 
Another started by saying that she did not study torture but then later said that she told 
the students that the Algerian war had been a very hard war and for a long time torture 
had been a taboo subject. Beyond this ill-ease in answering the question in the 
interview, one teacher (out of seven) said she did not talk about it in class. Three 
teachers described it as being a quick treatment. The other three dealt with it in more 
depth (though they were all talking about the period before the change in programme). 
Textbooks' treatment of torture has already been described in this thesis and amounted 
in 1998 editions of textbooks to one or two lines and a document. 
3 3 2 2 Where the War Is Studied 
Also of key importance is where the Algerian war is examined. This is determined by 
the programme and the examination. As was seen in the last chapter the Algerian war is 
never examined on its own in dissertations, rather questions on the war are in the wider 
subjects of decolonisation and the French Fourth and Fifth Republics. Hence the 
programme very much dictates what kind of information is given on the Algerian war as 
it is "used" to illustrate wider phenomena. As one teacher stated: 
L'objectif c'est l'examen, c'est le baccalaureat, donc le contenu il est pour leur 
permettre de repondre a des questions; ils n'ont pas la guerre d' Algerie 
simplement, donc c'est pour leur permettre de repondre a des sujets sur la decolo-
la France et la decolonisation ou les decolonisations en general - ou pour leur 
permettre de repondre a des questions sur la Ve Republique. Elle est toujours vue au 
travers de quelque chose ... (Teacher 7) 
Jean-Pieme Rioux, in an interview in 1995, mentioned the way the war was studied in 
wider subjects: 
[ ... ] elle (la guerre d'Algerie) est enseignee depuis le debut des annees 80 en 
troisieme et terminale. Meme si c'est dans le cadre d'un panaroma du monde 
contemporain, et bien qu' elle ait ete tres soigneusement inscrite dans le contexte de 
la decolonisation mondiale, cela a tres certainement contribue a depassionner I'enjeu 
de memoire.5 
This comment includes numerous points of interest. Rioux is, in my opinion, certainly 
correct to point to the importance of the context in which the war is studied and to 
mention that the war is not studied in a chapter of the programme of its own. The way 
he talks of it being "soigneusement" (carefully) put into the decolonisation chapter 
5RIOux, J-P, "Trous de memoire", interview conducted by Irene Berelowitch, published in Teierama 
hors serie entitled "L' Algerie. La Culture face a la terreur" in 1995, p. 91. 
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allows us to reiterate the fact that the programme is the result of choices and ultimately 
-negotiation in the face of varying societal pressures. My initial reading of the phrase 
"soigneusement inscrite dans le contexte de la decolonisation" was that the difficult 
subject of the Algerian war was somewhat disguised in the less offensive decolonisation 
chapter. This in part came from the structure of the phrases. Rioux starts by saying that 
the war is taught, and finishes by saying that this has somewhat eased tension on the 
subject. In between he says "meme si" and "bien que" which are link words that limit 
his other (positive) comments. "Soigneusement" then becomes somewhat negative and 
restrictive. 
However, in the interview with him I conducted in Paris in February 2000, he said 
that what he meant by "soigneusement" was that the war was not to be forgotten. Care 
was to be taken that its study took place. This commentator remains somewhat sceptical 
on this point and wonders whether the question asked in my interview was perhaps not 
clear enough. The exact question asked was: "Vous avez parie d'une guerre d'Algerie 
"tres soigneusement inscrite dans le contexte de la decolonisation mondiale" (Telerama 
1995). Que vouliez-vous dire, surtout par le mot "soigneusement"?" Did Rioux really 
remember the comment I was referring to? Should I have been more explicit? These are 
questions that this commentator cannot answer with certainty, however I stilI tend to 
stand by my initial reading of his comments. Lastly, as will be argued throughout this 
thesis, the way the Algerian war is taught does take the passion out of the subject and 
does therefore contribute to an overall change (across generations) in French collective 
memory of the Algerian war. However, this is only achieved by partially studying the 
subject which ultimately perpetuates occultation and leads to ignorance of the subject. 
It has not been achieved by bringing the subject out into the open and discussing it. 
The place of the Algerian war in the programme has very important consequences on 
the sort of information that is given (and also that which is not). For example in the 
section on the French Fourth and Fifth Republics: 
On fait une etude assez precise des evenements de mai 1958 et on essaie de montrer 
l'enjeu du changement de gouvernement. Donc on parle beaucoup des problemes 
algeriens mais aussi des problemes institutionnels en meme temps. C' est donc plutot 
comme a-ce-stade-la un morceau de l'histoire politique franyaise. Ensuite on revient 
sur la question de la guerre d' AJgerie quand on etudie la politique du general de 
Gaulle jusqu'en 1962, et donc c'est pareil, on voit les principales etapes mais au 
milieu d'une analyse des realisations gauIIistes a-ce-moment-la. (Teacher 1) 
Another teacher stated: 
Lorsque je la traite dans le cadre de la decolonisation je vois en quoi I' Algerie est un 
exemple de decolonisation. Quand je la traite dans la Quatrieme et la Cinquieme 
Republiques je vois en quoi l'Algerie a ete un facteur politique d'evolution pour la 
Quatrieme et la Cinquieme Republiques. En quoi par exemple eIle a precipite la fin 
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de la Quatrieme ou le debut de la Cinquieme. Comment le general de Gaulle I'a 
traitee. Ce n'est pas du tout la meme optique. (Teacher 14) 
The problem with viewing the Algerian war in these chapters is that it means only 
certain information is used to illustrate these wider phenomena and it is not the 
Algerian conflict that is studied in its own right. The Algerian war is somewhat lost in 
these vast chapters. This is why (and how) in terminale classes there is only a very 
partial study of the war. Only certain aspects of the war are studied and others are never 
studied. The study is not only partial but also broken up into different parts. As Paul 
Fournier said about textbooks at the "Agoras Mediterraneennes" in 1983: "Le cadrage 
disperse aboutit donc a une absence de reflexion sur I' ensemble du probleme de la 
guerre d' Algerie"6. The partial nature of the treatment of the Algerian war explains why 
the conflict can be described, for the purposes of the programme, in one page of text in 
many 1998 edition textbooks. Certain elements of the war can easily be and are 
avoided. My B interview questions allowed me to analyse in depth the content of 
lessons on the Algerian war in which it is clear that overall only information that 
corresponds to the aims of the programme is given. 
In the French Fourth and Fifth Republics much of what is done on the Algerian war 
in the period 1958-1962 to a large extent concerns de Gaulle (see the lesson plan in the 
appendices with the predominant position of firstly "le reglement du conflit" in the 
lesson and secondly de Gaulle in "le reglement du conflit"). It can however also be 
noted that even when the Algerian war is studied in the chapter on decolonisation de 
Gaulle's policy is also studied to the detriment of other elements (see copy of Belin, 
1998, plan "La France et la decolonisation, 1944-1962" in appendices). Perhaps this is 
due to the general aims of the programme with the emphasis put on "grandes etapes" 
and the fact that it is something now viewed as a good policy. The importance of de 
Gaulle can be seen in the quotations given above. For one teacher the second of her two 
hours revolved around de Gaulle (Teacher 11; and this would seem to be fairly typical). 
For all teachers in the B sample de Gaulle was said to be central. Indeed when asked 
whether she studied de Gaulle one teacher said: "La politique de de GauIle. 
Evidemment. EIle est au cceur du programme. Les institutions et tout ya" (Teacher 12) 
For another de Gaulle's policy "chapeaute le reste": "C'est la politique gaulliste qui est 
le chapeau du chapitre sur la guerre d' Algerie" (Teacher 13). This was also a point 
made by Teacher 2 (and other teachers e.g. Teacher 10) in the A sample: 
[ ... ] surtout je leur montre comment de GauIle essaie de resoudre le probleme par 
petites touches [ ... ] surtout comment de Gaulle ayant vu que finalement iI n'etait pas 
possible, dumoins, en 1958/59 lorsqu'i! est au pouvoir de garder I'Algerie, comment 
i! va faire evoluer les differents niveaux d'opinion vers l'independance - que ce soit 
6FOURNIER, P, "La guerre d' A1gerie dans les manuels scolaires de Terminale", Historiens et 
Geographes, no. 308, March 1986, p. 899. 
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l'opinion metropolitaine, que ce soit l'armee qu'il faut reprendre en main, bon pour 
les pieds-noirs c' est difficile de leur faire admettre evidemment et puis par petites 
touches comment on arrive aux accords d'Evian. (Teacher 2) 
As was very clear in one teacher interview (supported by others), the study essentially 
focused on de Gaulle and used other events to illustrate de Gaulle. Other events are 
"integrated" into a study of de Gaulle's policy. For one teacher the study of de Gaulle 
was central and so the first thing on the list that she said she studied was de Gaulle's 
policy, and then other things on the list were mentioned to illustrate the reaction to de 
Gaulle in France and Algeria (especially for her the putsch, during which certain 
generals in the French army tried to oppose de Gaulle by the threat of force, and the 
O.A.S. which also used force to oppose de Gaulle's abandonment of Algeria). This can 
also be seen by the use of sources in classes i.e. predominantly de Gaulle's speeches. 
For example one teacher said: "on lit des morceaux de discours ensemble" (Teacher 
17). This seems to be common. Teacher 14 said he used video as a source and that this 
was a de Gaulle speech and linked to article sixteen of the Constitution during the 
putsch. Teacher 4 said that he used a de Gaulle document as a ''texte de reflexion". 
Teachers 1 and 10 also said they used video footage of May 13, 1958; and the latter also 
used a video from the C.N.D.P. ("Centre National de Documentation Pedagogique") on 
de Gaulle's press conference in which he talked of"une Algerie a1gerienne". We saw in 
the previous chapter the way if questions are set at the baccalaureat linked to the 
Algerian war this very often takes the form of a textual commentary of a de Gaulle 
source. Unsurprisingly the interviews conducted with pupils showed that they were 
particularly strong on de Gaulle's change in policy but very weak on most other aspects 
ofthe Algerian war. This will be shown in the next chapter. 
The way the lesson can be created around de Gaulle's policy is very important in 
understanding how the programme "works" and "operates" and similarly ultimately 
how narratives are created. It is important to note that history (especially in history 
classes) is used to "show" things and that what is shown is the result of varied agendas, 
choices and aims. This is reflected in teachers' discourses by the much used phrase ''je 
montre". If they want to show what de Gaulle's policy was, then that means mentioning 
the policy, the reactions to this policy and not other things. In my B interviews teachers 
did not for the most part study the following items given on the list proposed in the 
interview: "Ies porteurs de valise" (French resistance to the Algerian war), "Ies luttes 
intemes au sein du F.L.N." (division and in-fighting in the F.L.N.), the massacre at the 
end of the war in "la rue d'Isly" in Algiers, the military side to the war or only very 
briefly mentioned many points (see above for an idea of the scale of "mentioning"). 
Perhaps to a large extent this is because the above items do not directly illustrate what 
is to be shown. This argument could be linked to the general values linked to the war. 
Robert Frank has, for example, argued that the Algerian war does not convey the same 
values as does a commemoration of World War Two i.e. especially the Resistance. This 
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explains to some extent why the war has been so difficult to commemorate and it might 
also be argued that it is not as "studiable" as World War Two. This however need not 
necessarily be the case. If more of an effort were made, perhaps values and lessons 
could be found that are to be transmitted e.g. the way conscripts did not follow the 
putsch; or the vicious circle created by terrorism/torture so well described by Albert 
Camus. This would only be possible after considerable dialogue. 
In terms of decolonisation, the emphasis is essentially put on the origins of the 
Algerian war. Teachers, in the interviews, said that they did the origins of the war in 
detail and this is something also present in textbooks. Unfortunately however this study 
"a un aspect de catalogue" (Teacher 1). For one teacher (Teacher 16) the beginning of 
the lesson was "Ies causes de la decolonisation" i.e. in general. On different nationalist 
movements in Algeria before 1954 one teacher said: ')e les evoque ... rapidement... 
parce que c'est compIique en fait" (Teacher 17) while another said "on ne peut pas 
rentrer dans les details, ce n'est pas possible" (Teacher 11). Teacher 14 did not examine 
the reform of 19477 because it was too complicated, did not spend much time at alI on 
nationalist movements and only cited Setif; but he did do inequality in Algerian society, 
the impact of World War Two and other decolonisations. Given the place of the 
Algerian war in the programme it is perfectly understandable that teachers cannot go 
into significant detail on the origins of the Algerian war. The amount of detail done on 
decolonisations in general and on Algeria in particular is one thing that separates 
teachers who spend (or rather spent, since they were talking about the period before the 
1998 reform) a lot oftime on the Algerian war (Teacher 15 and Teacher 13) and those 
who do/did not 
To conclude this section, the fact that the Algerian war is not studied in its own right 
seems to alIow us to talk of something that resembles "dissimulation" of the Algerian 
war. This reminds us of the way the Algerian war is not openly. discussed in French 
society. Where the war is studied has very important consequences on what kind of 
information is given on the Algerian war and enables the most divisive and difficult 
aspects of the war to be ignored. Indeed, as can be seen from the way torture is 
examined in class, such aspects of the Algerian war are not easily dealt with. 
3.4. The Specificity and Importance of History Classes as a 
Vector of Memory 
7 A reform passed by the Ramadier government. It created an assembly in Algeria with two electoral 
colleges of equal size. Elections were loaded in favor of the settlers since although they numbered less than 
one million their votes elected the same number of representatives as those of the Muslims did, who 
numbered nine million. 
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The teaching of the Algerian war is only one vector of memory of this conflict. Others 
that could obviously have an effect on young people's knowledge of the Algerian war 
include the family and the media. In the interviews conducted for this Ph.D. project the 
questions asked of pupils allow us to comment on the relative place of each of these 
vectors (and others) in the transmission of memory of the Algerian war. These 
interviews will be studied in depth in the next chapter. This thesis argues that history 
terminate classes, relatively speaking, are an important vector of memory and an 
important source of information on the Algerian war for young people, mainly due to 
the weakness, even absence, of many other vectors of memory, but also due to the place 
given to history (classes) in French education and society. However, history classes are 
dependent on other vectors of memory if they are to succeed in transmitting 
information. Moreover in absolute terms (presently, especially since 1989 and perhaps 
even since 1983) very little information is being transmitted. Indeed it has been shown 
above that less and less is being taught. In the next chapter we will compare teaching in 
depth with the family, due to the possible importance of the family. Other vectors of 
memory will also be discussed. In this chapter we can reflect briefly on the specificity 
of teaching by comparing it to associative vectors, due to the potential place of 
testimonies given by members of associations in class. This cannot however be an 
exhaustive study of associative vectors of memory. 
34 1 Teaching veterans and the Importance of History Classes 
One way of beginning to examine associative vectors of memory is to look at the 
number of veterans of the Algerian war who have been invited to the classes of teachers 
or pupils whom I interviewed. One way associations can transmit information on the 
Algerian war is by testimonies given in schools. A parallel might be drawn between an 
ex-conscript giving testimony in history classes forty years after the end of the war, and 
conscript testimony during the Algerian war which played such an important role in 
revealing to French public opinion that there was actually a war in Algeria. Similarly 
testimony by people such as Henri Alleg during the Algerian conflict exposed the use of 
torture8. Quantitatively two out of eighteen teachers had ever invited veterans of the 
Algerian war, although one of the two did not speak exclusively about this colonial war. 
None had done so between September 1997 and June 1999 which was the period in 
which the interviews with teachers took place. This seems to me to be a rather Iow 
figure, all the more so, when compared with the number of World War Two testimonies 
below. A first reason for the low number of classroom testimonies from veterans of thl1 
Algerian war is the problem, already mentioned above, of time in terminate. Ono/J~ 
SSee ALLEG, H, La Question, Paris, Editions de Minuit, 1958. 
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particularly telling example of the current race against the programme is the 
practicability of inviting veterans to the school. 
One of the two teachers who had invited a veteran of the Algerian war to school had 
done so over ten years ago. The meeting involved a veteran and an Algerian to get two 
viewpoints on the war and lasted two hours. Above all, the discussion created a lot of 
interest and a lot of questions - notably on the everyday life in Algeria, feelings, 
opinions at the time of the war etc. That meeting took place twice in the early 1980s 
and according to the teacher has not been done recently since: 
Ca ne s'est plus reproduit parce que justement dans les anciens programmes on avait 
plus de temps, et done comme on avait moins de temps dans ces programmes, c;;a ne 
s'est pas fait. (Teacher 4) 
Indeed, the terminale year is very different from other years as can be seen from the fact 
that even the testimonies on World War Two were done in premiere or troisieme. The 
problem of time has been aggravated by the reform to the programme that came into 
effect in September 1998. The practicalities of inviting a veteran might also be 
problematic as veterans have to be organised in associations, to be able to be contacted 
and to agree to come to the school. This may not be the case. One teacher also 
mentioned that the Algerian war is still a very delicate subject to talk about. Another 
referred to the problem of subjectivity and said she did not really want someone in class 
whose experience would make him particularly partial. A last interesting point to note 
is the impact on teachers of wider society, which I would argue means that teachers 
might not even think to invite a veteran of the Algerian war as they might a veteran of 
World War Two. Perhaps because the war was for such a long time not referred to as 
"une guerre". One teacher, for example, said: "Je n'y ai jamais songe" (Teacher 14). 
Another teacher said: "Je n'ai meme jamais pense it le faire" (Teacher 17). 
These examples make me wonder whether the wider societal influences of the 
memory of the Algerian war - i.e. that it is somewhat taboo and occulted - mean that 
teachers do not even associate the Algerian war with a war whose veterans can be 
invited to class in the way veterans of other wars clearly are. Throughout this thesis it is 
argued that wider societal factors, including the French collective memory of the 
Algerian war, influence what takes place in the classroom. Yet it is also argued that this 
is a two-way process since the teaching of the Algerian conflict influences collective 
memory. Interestingly, even the second of the teachers who had invited someone who 
gave a testimony on the Algerian war, when asked: "Est-ce qu'un ancien combattant est 
venu it un moment donne parler aux eleves?" replied: "Je ne fais pas venir d'anciens 
combattants de l' Algerie" before mentioning that the person who had come was Helie 
de Saint Marc i.e. an important figure from the war in Algeria This answer can perhaps 
be explained by the fact that the testimony was aimed at explaining how an officer 
could disobey his orders and so he was invited as a French army officer rather than 
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exclusively as a veteran of the Algerian war. He also spoke at length in the testimony of 
the war in Indo-China. This subject however is inherently linked to the Algerian conflict 
and so Helie de Saint Marc spoke for three quarters of an hour on the Algerian war in a 
testimony of two hours. The teacher had prepared the visit by spending a little more 
time on the years 1960-1961 (during the Algerian conflict) to explain the reasons for the 
April 1961 putsch. It might also be true that Helie de Saint Marc is not exactly an 
"ancien combattant", a term which makes one think more of appetes and rappetes 
(conscripts). As the teacher said, Helie de Saint Marc had come: 
[ ... ] non pas en tant, je dirais personnellement... en tant qU'ancien combattant 
d'Algerie, mais en tant que offici er de I'armee franr,:aise revolte contre le general de 
Gaulle, parce que r,:a permet de comprendre les hesitations, parfois meme peut-etre 
les contradictions du general de Gaulle et comment un officier de I' armee franr,:aise 
qui normalement est au service de I'Etat, peut a un certain moment en conscience se 
revolter contre I'Etat. Et r,:a c'est tres interessant. (Teacher 18) 
We can note that the teacher had invited Helie de Saint Marc due to his "sympathie 
personnelle" for the man and since he respected this person who had been "fidele a sa 
conscience". He was able to come once a year for four or five years until 1997 because 
he lives in Lyons. The pupils had found the testimony fascinating and had asked a lot of 
questions. Lastly we can state that the insistence on de Gaulle's hesitations and 
contradictions mentioned in the quotation above are not at all evident in textbooks' 
description of de Gaulle's Algerian policy. Nor are notions of rebellion and disobeying 
the state. 
None of the pupils had been in a class in which in terminale a veteran of the 
Algerian war had spoken. One pupil had however been in a class in troisieme to which a 
veteran of the Algerian war had been invited. Troisieme corresponds in Britain to 
G.C.S.E. ("General Certificate of Secondary Education") fourth or fifth year. That 
particular pupil (Pupil 11, who is of Algerian origin) had received a lot of information 
from her grandfather who had actively fought against the French in Algeria (he was in 
her words a "maquisard", therefore a member of the F.L.N.). She learned a lot however 
from the testimony since it gave her a different point of view to that previously 
received. In that lesson there had been two people who gave testimonies: one on the 
Second World War, the other on the Algerian war. For the latter it was a French soldier 
(an appelej who was also a pied-noir. He spoke for an hour and a half and talked about 
everyday life: "le vecu". Qualitatively we can note that the information given in class 
and that given through an oral testimony is radically different. One teacher explained 
the difference between the teacher's lesson and the veteran's testimony in the following 
terms: 
C'est le positionnement par rapport a I'eleve. Nous quand on est face a I'eleve on est 
un enseignant qui avons des connaissances... qui apportons des connaissances a 
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l'eUwe. La ils auraient quelqu'un qui a vecu le fait dont il parle et donc ils ont une 
tendance a avoir un interet redouble et it poser des questions souvent plus precises 
qu'ils pourraient nous poser a nous. Et c'est pour ya que c'est interessant. On le voit 
par exemple avec les anciens combattants de la Seconde Guerre Mondiale ou quand 
il y a des anciens rescapes des camps de concentration, c'est vrai qu'ils ont plus 
tendance a ... ils s'accrochent mieux a la formation historique, ils s'y accrochent bien 
mieux et c'est vrai que souvent... qu'ils posent des questions souvent tres 
interessantes. Beaucoup plus qu'ils ne posent it l'enseignant qui lui a une approche 
- c'est un role d'intermediaire entre le fait et l'eleve; l'eleve il se dit qu'il canalise 
le fait alors que la ils ont le fait direct par celui qui I'a vecu. (Teacher 13) 
We can note that the teacher who said this had not been able to invite a veteran of the 
Algerian war to give a testimony in class, but would have liked to. It was not possible 
due to time and practical considerations. He said in the interview that he would have 
liked to invite a man called Bemard Gerland, who has written a monologue that he 
repeats on his experience as a soldier. This is a fascinating and very memorable account 
that I was lucky enough to see in a theatre in Lyons in 1997. It is however a hard-hitting 
recital as, after a somewhat positive introduction to his time in Algeria, he suddenly 
begins to describe how he executed a prisoner in a "corvee de bois" (illicit summary 
execution after interrogation). Clearly he has never recovered from this act. Both of the 
teachers who had invited people who gave testimonies on the Algerian war (Teacher 4 
and Teacher 18) said that those meetings had gone very well. They gave rise to a lot of 
interest and a lot of questions. The difference between a lesson and a testimony is also 
in part shown in pupil comments on lessons as compared to testimonies since all but 
two of the twelve pupils interviewed had at some point (usually premiere but sometimes 
troisieme) heard a testimony on World War Two, the Resistance or deportation. Pupils 
when describing testimonies described them as being "parlant" in the sense that "ya 
illustre bien" (pupil 9), "reel", "emouvant", "interessant" etc. 
The difference between World War Two and Algeria on this point is fascinating and 
very important too. The relatively high number of testimonies seen on World War Two 
shows the current importance attributed to transmitting information on World War Two 
from generation to generation. Again the Algerian war can be seen to be overshadowed 
by the memory of World War Two. Pupil comments also show the importance in terms 
of transmission of the "Centre d'Histoire de la Resistance et de la Deportation" 
(C.H.R.D.) in Lyons. Many of the testimonies given on the Second World War reflected 
in their content the conceins of this "centre d'histoire" and would seem to have been 
organised with the help of or through the C.H.R.D. Clearly the existence of museums 
and other historical centres is important for the transmission of memory, and while an 
exhaustive study of museology for the Second World War and Algeria cannot be 
undertaken here, it can nonetheless be said that the Algerian war does not benefit from 
the same museological interest as the Second World War. This is important in so far as 
a museum can be a lieu de memoire. 
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However, associations can act in other ways apart from through members giving 
testimonies in the classroom. As is clear from reading L 'Ancien d 'Algerie9, a 
publication of the "Federation Nationale des Anciens Combattants d' Algerie, Maroc et 
Tunisie" (F.N.A.C.A.) veterans' association, one aspect of the F.N.A.C.A.'s activities 
which is particularly relevant in this discussion is the "Commission Guerre d' Algerie, 
Jeunesse, Enseignement" (G.A.J.E.). Numerous publications of veterans' associations 
have been consulted for the purposes of this project. They were obtained from different 
associations in Lyons10. As concerns the G.A.J.E., in the issue no. 358 published in 
June-July 1997, we can read a full-page article on page five entitled "Le G.A.J.E dans le 
Lot", which was published in the section "Memoire". The article describes the 
exhibitions and debates that took place in the Lot from 1995 to 1997 "3. I'intention de la 
jeunesse et des populations de nos cantons". The G.A.J.E. is described as a 
"commission de la memoire" and the exhibitions as having a "vocation d'enseignement 
de cette page de notre histoire". The important factors for us to note are the activities of 
the G.A.J.E. and the way in which the F.N.A.C.A. attempts to transmit memories of the 
Algerian war. The presence of groups of school children at such exhibitions is also very 
important, one example of which is given by the town of Martel from April 2-6, 1997, 
where pupils from troisieme and quatrieme (which corresponds in Britain to G.C.S.E. 
fourth and fifth year pupils) visited the exhibition and subsequently were to conduct a 
piece of work on it. However, in Lyons I was able to visit the exhibition in March 1999 
and although it was very interesting, there were particularly few visitors. Despite the 
. fact that the exhibition was in the lobby of the 8th district's town hall it was not visited 
much. Talking to the people who represented the association that day and manned the 
exhibition, there would seem to have been about fifteen visitors per day. It is therefore 
perhaps fair to say that the exhibition is informative but struggles to reach a decent 
audience. 
Other activities of associations include helping members to get the "Carte du 
Combattant" (proof that they fought in Algeria) and social events. They do not really 
concern transmitting memory. However the transmission of memory is a stated aim of 
associations. They also act to a very large extent as pressure groups and recent 
developments such as the naming of the Algerian war (see the Introduction) and 
commemorations or the issuing of a commemorative stamp can to a large extent be 
attributed to their lobbying. Publications of veterans' associations are useful to gain 
9 L 'Ancien d'Algerie, nos. 308 (June-July 1992), 352 (December 1996), 356 (April 1997), 357 (May 
1997),358 (June-July 1997), 363 (January 1998), 364 (February 1998), 365 (March 1998), 375 (March 
1999). 
IOprom I' A.R.A.C. Le Reveil des combattants, October 1998, November 1998, February 1999, March 
1999; from I'U.N.C. La Voix du Combattant, June-July 1995, May 1996, March 1997, November 1998, 
March 1998, December 1998 and March 1999; from I'U.M.A.C. Le Bulletin de I 'Union des Mutiles et 
Anciens Combattants, December 1996, March 1997 and June 1997 andFARAC In/o, no. 323, 1 
December 1997; from the F.N.A.C.A. see above. 
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infonnation on many issues such as the number of members and the development of 
associations, the naming of streets and the creations of monuments, the commemorative 
stamp issued in 1997, the commemoration of the war, relations between associations 
and politicians, and the Rhone sections. In other issues of L 'Ancien d'Algerie in the 
section "Memoire" or "De nos correspondants" details are often given of the naming of 
streets and squares. This usually takes the fonn of a photograph of the inauguration of 
the street, alley, square, or roundabout and about one hundred words describing the 
event. Consulting such columns in L 'Ancien d'Algerie allows the reader to evaluate the 
extent of action undertaken in the F.N.A.C.A.'s movement to obtain changes in street 
names in favour of those bearing the date "19 mars 1962". The period around the 
thirty-fifth anniversary of the end of the war would appear to be a very fruitful time for 
this movement as in the issues nos. 357 and 358 fifty-four name changes are armounced 
(including steles). It can be noted in passing that in Lyons the "U.R.S.S.A.F. de Lyon" 
(which is the Social Security centre) is now located "6, rue du 19 mars 1962" so all 
monthly pay slips received by employees now contain this date. 
To conclude this section, associations do exist and are active. They are perhaps 
increasingly active as members are currently coming up to retirement or are currently 
retired This constitutes a development in the memory of the Algerian war as 
Jean-Pierre Rioux mentioned in 1995: 
Les appeles du contingent ont egalement trouve une nouvelle distance vis-it-vis du 
passe: ils arrivent aujourd'hui it l'iige de la retraite, ils ont davantage de temps pour 
s'investir dans leurs associations et font pression de fa~on beaucoup plus forte depuis 
quatre ans.1 1 
Some of their activities include the transmission of memory and directly concern the 
teaching of the Algerian war, others are more practical everyday activities. Overall 
associations do not seem to have a significant impact on young peoples' knowledge of 
----the war due to the quantity and the quality of their interventions. This is a first element 
which allows us to state that history classes are, relatively speaking, an important vector 
of memory concerning the Algerian war. However there are inherent limits to a class 
since a class cannot be like a testimony. The type of infonnation given in a testimony 
and its impact are not the same. There are also imposed limits of a class since some 
things are supposed to be done in class and lastly there are choices since teachers 
choose to some extent what they teach. Yet despite these limits of the class as a vector 
of memory, teachers and their classes are important in transmitting infonnation on the 
Algerian war. All teachers agreed that the Algerian war is now "ancient history" for 
teenagers in France at the end of the 1990s. One teacher said: "La guerre d' A1geTie c'est 
IIRIOux, J-P, "Trous de memoire", interview conducted by Irene Berelowitch, published in Tt!lt!rama 
hors serie entitled "L'A1gerie. La Culture face a la terreur" in 1995, p. 91. 
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loin, i1s sont trop jeunes, i1s n'en ont pas entendu parler. C'est nouveau pour eux." 
(Teacher 11) Others insisted more on the fact that it was something that the pupils had 
heard a little about before class and that the lessons enabled them to understand much 
more. One teacher said: 
On sent quelquefois quand on a des themes comme ~a qui les interessent... iI y a la 
guerre d' Algerie, le Moyen-Orient... la guerre du Viet-Nam aussi les interesse 
souvent. Parce que c'est peut-etre des choses dont on leur a beaucoup parle qu'i1s 
connaissent de nom mais ils ne savent pas exactement ce qui s'est passe. (Teacher 7) 
Although some pupils may know nothing while others know a little only very few know 
a lot. The relative importance of classes as a vector of memory will be examined further 
in the next chapter, but for now we can see that without classes pupils might not know 
anything about the war. One student said: "A part en histoire je n'en ai jamais entendu 
parler" (Pupil 9) while another said: "Je n'en entends pas beaucoup parler" (Pupil 3). 
3.4.2 The Algerian War Inside and Outside History Classes 
In interviews a lot of interviewees mentioned colleagues, friends, or family who had 
been involved in the Algerian war. In doing so, they inevitably mention that these 
people do not like to talk about the Algerian conflict or that when they do talk about the 
war they still express knee-jerk, passionate reactions. For example, Teacher 7 said her 
father-in-law had been a conscript in Algeria and that this was "un sujet dont il ne 
parlait pas enorrnement". Teacher 2 spoke in the interview of a pied-noir colleague: 
J'ai une collegue au Iycee qui est pied-noir, donc rapatriee, mais qui justement ne 
parle pas ... jamais de ~a. Tout juste je sais qu'elle etait sur le forum d' Alger le 4 juin, 
je crois le 4 juin 1958, pour le discours de de GauIle "Je vous ai compris". Voila, 
quelque chose comme ~a, c'est tout. (Teacher 2) 
Very interestingly another teacher, Teacher 4, during the interview said that he did not 
have any pied-noir colleagues, when in fact he did: Teacher 6. Presumably they had not 
spoken about this subject. Teacher 10 said that he knew people at work and in his 
private life who had links to the Algerian war but said: "c'est des gens qui generalement 
n'en parlent pas". Teachers, (for the most part) due to their age, are very aware of the 
division that the war created. For Teacher 2: "[ ... ] la guerre d' Algerie est un probleme 
qui n'a pas ete digere, c'est toujours queIque chose d'extremement, comment dirais-je, 
on aborde ~a avec une certaine emotion, alors on est dans le domaine du passionnel 
encore largement lorsqu'on evoque I'Algerie." Later in the interview he added: "C'est 
encore un sujet de po\emique. La cicatrice n'est pas ferrnee quoi, d'une certaine 
maniere." Teacher 7 said that "la reconciliation n'est pas faite" and that there is still 
"beaucoup de passion". Teacher 5 spoke of two colleagues of his. One of these was a 
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woman who was pied-noir (Teacher 6) and another was a man who had been a student 
at the time of the Algerian war. He qualified their reactions on the subject of the war as 
"reactions epidermiques ou passionnelles". In wider society the Algerian conflict is 
often described in scholarly work as being "tabou" or "refoule", as was seen in the 
Introduction to this thesis. Remembering the Algerian war has been highly problematic 
for French society and at the end of the 1990s continues to be so. While it may be 
argued that there have been some changes in the collective memory of those who lived 
through the Algerian war, it might be argued that significantly more changes have come 
about in the French collective memory as a whole due to changes in generations. 
In class, although these characteristics of the wider memory of the war are reflected, 
what is taught is not quite an exact reflection of the wider memory. There is 
undoubtedly a significant change in the memory of the Algerian war across the change 
in generation (to some extent actually due to classes). The way the Algerian war is 
taught has played some role in this process since because there is very little information 
transmitted on the war in class (as well as. out of class through the media, the family 
etc.) the Algerian war has become less divisive since ignored. Hence the way the war is 
taught both reflects the wider memory of the war (what is taught is effectively a 
memory of sorts and in between memory and history) and plays a role in determining 
the latter (since the designers of the programme define its role as to "donner aux eJ(:ves 
une memo ire"). Perhaps the teaching of the Algerian war, by not introducing a study of 
the most divisive aspects of the Algerian war, with associated debate, contributes to the 
generational change in memory. This has been achieved, in my view, by studying the 
war very little and by avoiding its most divisive aspects. It has not been achieved by any 
significant discussion of the question. It has however led to a change in the collective 
memory of the Algerian conflict as for young people this question is not as divisive as it 
was/is for their grand-parents. 
One way this could be seen in my interviews was the manner in which teachers 
referred to the difficulty of talking about the Algerian war in society, yet stated that in 
fact the war was not a difficult subject to teach in class. Clearly this tells us a lot about 
the way the war is taught. One teacher when asked whether the Algerian war was 
difficult to teach said: "Non pas particulierement, pas plus que mai 68 d'ailleurs. Je 
trouve qu'il y a au contraire ... peut-etre parce qu'on ne fait pas une etude tres detaillee, 
il y a un large consensus, une vision assez generalement admise." (Teacher 1) However, 
perhaps it would be more accurate to say that it is difficult to talk of consensus 
concerning the Algerian war unless very little is said about the war. Even then it is 
difficult to imagine much which is universally admitted. Clearly, as the teacher said, 
what is taught is not a very detailed study of the war which means that unlike in society 
some sort of consensus (albeit limited) can be found. Indeed one teacher, a pied-noir, 
said that before teaching the war she thought that this would be difficult but in fact 
found it not to be. Yet she also said that pieds-noirs in general (including her) talk about 
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the Algerian war in tenus of the good memories but not of the actual war and its 
horrors. This again would seem to be instructive in tenus of our identifying classroom 
content as presumably, if she does not find the war difficult to teach, it means she gives 
classes without talking about the worst aspects of it. Similar views would seem to be 
held by other teachers as was shown in a study published in Vingtieme Siecle in 1985. 
In that study teachers said that they had feared teaching the Algerian war but that in fact 
there had been no problems. For them, they insisted on the fact that different 
generations saw the war in different ways: 
Les temoignages abondent sur une guerre d' Algerie traitee 'sans etincelles' ... 'Dans 
un etablissement ou il y a 15 a 20 pour cent de Maghrebins, nous explique ce 
professeur, je craignais d'abord ce sujet. Il n'y a eu aucun probleme; des eleves 
algeriens comme les eleves franyais ont semble tout decouvrir au moment du cours'. 
'A mon grand etonnement, poursuit un autre, pas de difficultes en ce qui conceme la 
guerre d' Algerie. Pour mes eleves c'etait "de I'histoire". Pour nous c'est si proche! 
Et il etait logique que la France quittat l' A1gerie dans le cadre de la decolonisation ... 
meme pour les enfants de pieds-noirs. 12 
Numerous comments can be made here. Clearly these comments concord with the 
findings of the interviews conducted for this Ph.D. project in so far as teachipg the 
Algerian war is far less difficult than teachers expect. There is a difference between 
talking about the Algerian question in society and class. There is clearly an important 
generational aspect to this. However, it is argued in this thesis that the reason why the 
Algerian war is not difficult to teach is not just since it is no longer divisive due to 
changes in generation, but mainly because relatively little is done in class on the war. 
The way the war is taught therefore plays a role in the decrease in division caused by 
this conflict. All the more so since, as can be seen in the quotation above and in my 
interviews, lessons are relatively a very important source of infonuation for young 
people on the Algerian war due to the lack of other vectors of memory. Teachers tend to 
belong to the generation that fully realises how divisive the war has been whilst the 
pupils belong to a second group that minimises the war and ignores how important the 
war was. The way the Algerian war is "ancient history" for pupils and how the pupils 
are extremely passive was mentioned in interviews and is important in understanding 
the impact of changes in generation on French collective memory of the Algerian war. 
More will be mentioned on these points in the next chapter and in the Conclusion. 
12CORNETTE, J, LUC, J-N, "Bac-Generation 84. L'Enseignement du temps present en tenninale", 
Vingtieme Siecle, no. 6, April-June 1985, p. 127. 
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3.5. Conclusion 
To conclude, this chapter has shown what is actually taught by teachers in history 
classes in terminale on the Algerian war and, very importantly, how this takes place. It 
has been shown that there is a lot of imposition of what should be remembered. The 
Algerian war is only partially studied by teachers. Indeed less and less is being taught. 
This study has been seen to be focused to a very large extent on de Gaulle's Algerian 
policy, and teachers say that the Algerian war is studied within much bigger chapters in 
order to illustrate wider phenomena. It is not a detailed study and is very selective. It 
avoids many of the most divisive and occulted aspects of the war. The way the war is 
taught in class cannot be said to be as difficult as talking about the war outside of class 
is. Nonetheless, despite the general concordance between what is supposed to be taught 
and what is actually taught, a more pluralistic view of memory can be identified in so 
far as teachers have a certain degree of latitude in their choices of what to teach. What 
is taught was seen to be linked to groups and the present. Fascinating differences in 
what is taught have been identified and shown to be influenced, in my sample, by the 
personal or family history of teachers, the make·up of classes and more generally 
various aspects of the present. In this chapter we have therefore seen the exact types of 
particularities that on the state-prescribed side to teaching would seem to be attempted 
to be minimised. We have begun to show that in relative terms the lessons are an 
important source of information for young people. Indeed they have played a significant 
role in the change in memory of the Algerian war that at the end of the 19905 can be 
seen principally across the change in generation. This argument will be developed in the 
next chapter in a more in depth study of pupils in this educational process. 
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CHAPTER FOUR 
THE PUPIl, I INK 
The Pupil Link 
4.1. Introduction 
This chapter is based on eight interviews conducted with twelve pupils in terminale 
history classes in Lyons. The interviews were conducted in two lycees in April and May 
1999. The pupils were in four different classes (two in each lycee) and were contacted 
through the four teachers who taught them, who had been interviewed as teachers. Very 
importantly, seven of the pupils who came forward for an interview were of 
Maghrebian (and more precisely Algerian) origin. As will be argued in this chapter, that 
. suggests that there is more interest in the Algerian war in this group than in others who 
could also have volunteered to speak to me but did not. We will also see that the family 
origin of the children would seem to influence their knowledge of the Algerian conflict 
'in important ways. The chapter also draws on secondary sources such as opinion polls. 
It is the last link in what has been referred to before in this thesis as the educational 
chain. By interviewing pupils we are able to reach the "end-users" in the educational 
process and thus to comment on the actual impact of the lessons. Indeed, pupils are an 
important source of information on the way the Algerian war is taught and some 
information can only be gained from talking to them. It also allows us to co~ront 
sources and to check the validity of what has been concluded from other sources. The 
questions asked of pupils are included in the appendices. 
As in the previous chapter we can begin by giving a brief biographical summary of 
the interviewee sample. This biographical information is also given in the Interviewee 
List included at the end of the thesis. The pupils are referred to as from Pupil 1 to Pupil 
12. Of the five pupils who have no family contact with Algeria there is perhaps. little to 
be said. They are terminale pupils in different series in different classes of two lycees. 
However two can be commented on, Pupil 6 has an uncle who was in the contingent. 
She said that the Algerian war was a bad experience which he does not like to talk 
about. Also PupillO's father did national military service. He died in 1998. She said he 
was involved in repatriation at the end of the Algerian conflict, although she was very J 
unsure of dates. Apparently he had spoken to her about this. Here we ~see the way L 
conscription during the Algerian campaign significantly affected a whole generation. 
Most families in France will have someone (often a grand-father, father, father-in-law 
or an uncle) in it who served in Algeria 
Seven pupils in the sample were of Algerian origin. Pupil l's grand-father was the 
son of a settler who left Algeria before the war. There is therefore a link to Algeria but 
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less than for certain others. Her family had no direct involvement in the war. Pupil 2 has 
family who still live in Algeria. These are especially her mother's uncles and her 
grand-parents. She spends time in Algeria. Pupil 5's parents are from Algeria. She too 
has family who still live there. Her core family did not seem directly concerned by the 
Algerian war given what she said in the interview but she seemed interested by the 
subject since she said it is "mon pays". Her father came to France as a manual worker, 
perhaps in the 1970s, according to her. Concerning Pupil 8 and Pupil 9, neither of them 
gave much detail of their family biography but both have close contacts with Algeria 
and are of Algerian origin. Pupil 11' s grand-parents were concerned by the Algerian 
war, especially her grand-father with whom she talks about it. He lost members of his 
family including his brother during the conflict. She described him as being an Algerian 
resistance hero. Pupil 12's uncle, great-uncle and grand-parents were all directly 
concerned by the Algerian war. 
In the previous chapter we examined another link in the educational chain: the l 
teacher link. That chapter examined what teachers actually teach in class on the 
Algerian war. The impact and presence in class of community memories was shown in 
so far as "pied-noir origin" led to more being done on the Algerian conflict than should ~ 0 
be done in the programme. Reference was also made to the way teachers all knew 
people involved in the Algerian tragedy and the way these people were referred to as 
not liking to talk about the subject or as expressing extreme, passionate views. It ~as >< -::. 
seen that what ~ done in class is in between Illemory and history. The study of the 
Algerian war is a very partial one. Not much information is transmitted due notably to 
the way references to that war are scattered into wider subjects, the lack of detail, how 
the war is taught, the enormity of the programme and the place of World War Two in 
history class. This is a choice and reflects priorities since the war in Algeria could be 
taught differently. The overall aim of the programme is to teach pupils "global history" 
which acts to the detriment of a detailed study of the Algerian war. However the history 
of World War Two is taught in extremely detailed terms. World War Two, and more 
precisely Vichy, are to be remembered, unlike the Algerian war. The specificity of 
-.,... --
history classes was shown by comparing the educationaLvector with associative vectors V 
of memory. It was argued that to understand why the Algerian conflict is taught the way' 
it is, we need to take into account various theories of memory, all of which however are ? 
----------------- -- -_.-- -
social in nature. The chapter showed that there is a lot of imposition of what is taught 
ff(;"'m the programme and examination questions, which significantly constrain teachers, .1 
but that there is also some pluralism since teachers' approaches in class to the Algerian I 
war differ. 
This chapter will examine in more detail the relative impact of different vectors of 
memory and will support the findings of the previous chapter in so far as it will argue 
that lessons are relatively speaking an important vector of memory on the Algerian war. 
It will examine in particular in more detail the actual impact of lessons and also the 
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impact of the family. It will be shown that the impact of lessons in absolute tenns is 
slight due to the partial nature of the study of the war. Below we will also examine in 
more depth how history classes have played a significant role in the change in memory 
of the Algerian war that at the end of the 1990s can be seen principally across the 
change in generation. We will see that this change can be accounted for by the 
minimisation of the importance of the conflict in history classes and wider society. 
Lastly it will reflect on the argument forwarded by various scholars that significant 
developments in the memory of the Algerian war, if they are to come, will come from 
beurs (children of immigrants from North Africa). The chapter is divided into three 
sections. The first of these examines pupil knowledge of the Algerian war through 
reference to pupils' answers during the interviews to questions on the history of that 
particular colonial war. The second section analyses the difference between various 
vectors of memory on the Algerian conflict. The last examines the argument that 
significant developments in the memory of the Algerian war will come from beurs. 
4.2. Impact oftbe Classes: Pupil Knowledge of the Algerian War 
4.2.1 A Superficial Knowledge of the Algerian War 
As was argued in the previous chapter, history classes are in relative tenns an important 
source of infonnation on the Algerian war for young people. By including the Algerian 
conflict in terminale all pupils who take the baccalaureat general are virtually 
guaranteed to obtain some infonnation on the war, whereas via other vectors they may 
or may not. In general it can be said that the memory of the Algerian war is not 
significantly transmitted by other vectors, as will be argued below. However, in 
absolute tenns not much infonnation is transmitted in history classes because the 
Algerian war is only partially studied. This is something that can be seen through 
talking to pupils. The fact that its treatment is not a detailed study was something very 
perceptible in the pupil interviews. For one pupil: "Il n'y a pas un point specifique 
qu'on deveJoppe bien, comme la guerre d'Algerie, ce serait interessant de plus en 
parler" (Pupil 6). For another: "On ne fait pas de l'histoire evenementielle" (Pupil 1). 
Again this is linked to wider historical movements and is not just the case for the 
Algerian war. However it is not true of the study of World War Two. To s~xten! 
7 0~ has t()_b~_ pragtl!!lticll11d~gcept that there are other things to study beyond the 
~ (' Algerian war. On the other hand, this co~entator feels that the war in Algeria is more 
important than a few pages in a textbook compared to one hundred pages for the 
Second World War. He also feels that the place of that colonial war in terminale is due 
to a large extent to the wider memory of the war and societal factors, and is not 
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fortuitous. Therefore studying the way the war is taught is instructive for understanding ( 
contemporary France. 
The result of the treatment of the war in class is a general lack of detailed knowledge 
on the part of the pupils and no real understanding. Often when asked a question on a 
particular point - e.g. what was the O.A.S.? - they may have heard of it (at best) but 
do not know much about it. Perhaps it was something "cited" or "mentioned" by the 
teacher. As one teacher noted, explaining how a historical reality could be deformed: 
. "Ce n'est pas parce qu'on la deforme sciemment, mais parce qu'on simplifie tellement 
pour aller vite que comme eux i1s simplifient sur notre simplification iI risque d'avoir 
des confusions voire des contresens" (Teacher 1). This is indeed the case as was clear 
during the pupil interviews. One pupil, trying to answer a question on a specific event in 
the interview, referred to the lesson plan but could only say: "Il y a juste la date. On ne 
sait pas ce qui s'est passe" (Pupil 6) n.b. the question was on what happened during the 
battle of Algiers and the notes (included in the appendices) read "Janvier 57 -
Septembre 57: 'bataille d'Alger': victoire militaire pour les Franyais mais desastre 
politique". There is little understanding on the part of pupils if their knowledge comes 
from the classroom. Furthermore even if points are mentioned in class there is some 
loss from the teacher to the pupil e. g. perhaps pupils do not take good notes. This 
description corresponds to the result of history classes, but it is not true of knowledge 
obtained from the family. 
Since the study of the Algerian war is not a detailed one pupil knowledge of what 
might be called "details" is very weak. This was seen in the interviews. Pupils were 
very weak (and usually knew nothing) on what happened at the "metro Charonne" on 
February 8, 1962 and at "la rue d'Isly" on March 26, 1962; French resistance to the 
Algerian war; internal division in the F.L.N.; the massacre in Paris on October 17, 1961; 
the military aspects of the war; and the "semaine des barricades" (during which 
pieds-noirs blocked parts of Algiers to oppose de Gaulle). On the other hand, the O.A.S. 
was usually at least recognised. Pupils could usually explain the exodus at the end of 
the Algerian war. They could also explain what the "Accords d'Evian" were. They 
knew the dates for the beginning and end of the war and the length of the war. The 
putsch was sometimes known. A possible explanation of why pupils have this 
knowledge but no knowledge of other aspects of the war can be found by reference to 
what was seen in the previous chapter i.e. the place of de Gaulle and the study of the 
reactions to his policy. It is also to be noted that the above knowledge does not include 
the least glorious aspects of the war. Throughout this thesis it is argued that division and 
violence in the past tend to be minimised in part to promote unity in the present, by not 
aggravating divisive memories that exist in France and in the classroom, which reflects 
the social role and nature of memory. One exception however was the bombing of 
Sakhiet-Sidi-Youssef, which was well known by Pupil 2, Pupil 11 and Pupil 10 (the first 
two of whom are of Algerian origin). A possible explanation of this is the importance in 
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the programme of showing in class the internationalisation of the conflict, which was 
mentioned by teachers. 
Therefore the study of the Algerian war in terminale is very partial. Overall it is not a 
study of the aspects of the war that do not "help to tell bigger stories". In my opinion 
this inhibits significant transmission of the memory of the Algerian war through classes 
in terminale. One way that we can see that information is not effectively transmitted is 
through the numerous examples of confusion in the interviews: most pupils could not 
remember things, had to use their notes to answer questions and confused names or 
events. There are also numerous examples of pupils guessing. This often took the form 
of phrases such as "il doit y en avoir" (for example on whether there are books or films 
on the Algerian war) or "il a dft y en avoir" (for example on whether there was 
censorship during the period of the Algerian hostilities). This can be linked to the fact 
that the Algerian war is studied in wider subjects which makes a comparative study 
possible and perhaps incites students to draw parallels. Faced with gaps in their 
----knowledge, it is a logical reaction on the part of pupils. Furthermore, the answer to the 
question in the interview on Sakhiet-Sidi-Youssef given by Teacher l1's three pupils 
was only possible with notes, so it is also possible for us to comment on the loss of 
information from teacher to pupil and to question what pupils actually leave the class 
with. Indeed in terminale pupils finish with notes. They also equate the time spent on 
the Algerian conflict and the importance of the subject with the amount of notes they 
have. 
The arguably weak impact in absolute terms of history classes can also be explained 
by the way the lessons are given. We have seen how classes are very much 
lecture-based and do not involve much discussion. Rather the teacher speaks and the 
pupils take notes. One pupil in particular seemed to summarise accurately the way the 
war is taught when she mentioned that: 
Le programme c'est sUr qu'il est charge, qu'il y a beaucoup de choses, enormement; 
on a peu d'heures. Donc les profs ils font le maximum. Us essaient d'aller le plus 
rapidement possible. On ne peut pas avoir toutes les precisions qu'on veut... Us 
traitent les choses en general, dounent une vue globale. C'est vrai que pour avoir 
plus de precisions il faut par soi-meme ... aller lire des manuels ... se documenter plus 
precisement. (Pupil 2) 
Pupils therefore echoed teachers throughout the interviews by mentioning the lack of 
time and the length of the programme. As was mentioned above it is not possible to 
study the programme in detail. This was shown in the previous chapter in which the 
word "imposition" was used to describe the way lessons are very much a one-way 
transmission of knowledge as pupils learn what the programme dictates is important 
and should be known. The terminale year involves note-taking but not discussion i.e. no 
exploration or argument. I think it would still be fair to talk at the end of the 1990s of a 
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very Jacobin France, and feel we can also describe the French education system as still 
being highly centralised. This system is increasingly under pressure, too, as an article in 
Le Monde l entitled "L'ecole fait face a une montee des revendications identitaires des 
eleves" shows us. The article describes the way school authorities are increasingly 
being asked to make special exceptions, in many spheres ranging from dress to meals 
(importantly for this study including criticism of the content of what is studied in class), 
for and from pupils of foreign descent. School authorities are struggling to deal with 
these demands. There are more and more tensions caused by the school system 
imposing Republican principles that deny the right to differences amongst communities 
within the nation. The strain comes from the increasing fragmentation of society, to a 
large extent representing the social legacy of immigration, which can be seen in pupil 
identity. At present however the Republican model still dominates, hence the increasing 
tensions. Conceming history classes, Pupil 3 said: "nous on ecoute, on prend des notes 
parce qu'il y a que ya a faire, on prend des notes". We have seen above that other 
teaching practices are possible in other years at school but that in terminate it is the 
"Cours Magistral" that is used. One teacher mentioned how the programme is adapted 
to good pupils who take good notes. On the programme he said: "Il est beaucoup trop 
lourd, beaucoup trop etendu par rapport au temps qu'on a pour l'enseigner; ce qui 
oblige a courir tout le temps, toujours tres rapide, donc a etre tres souvent, quasiment 
tout le temps, magistral. Et c' est eventuellement adapte a de bons eleves qui 
comprennent vite et prennent des notes convenablement. C' est presque impossible a 
suivre pour les eleves moyens ou faibles" (Teacher 1). 
Broadly speaking, pupil knowledge corresponds to what teachers say they do in 
class, but there is some loss from teacher to pupil as pupils are unable to talk about 
aspects of the Algerian war that teachers said were done in class. To some extent this is 
inevitable, but much of this could be due to teachers "mentioning" points but not giving 
sufficient explanations. It is also the result of what is imposed by the programme since 
the programme imposes to a large extent what is taught and in what detail. However 
there are inherent limits to the class. If too few details are done in class then pupils have 
no understanding of the Algerian war due to lack of explanation. Altematively, if too 
many details were done in class then perhaps pupils would have no understanding due 
to being drowned in a sea of facts to memorise. Clearly history in terminate has to be 
selective; a memory of sorts. Despite the lack of detailed knowledge mentioned above, 
all pupils are relatively strong on two things in particular: the origins of decolonisation 
and de Gaulle's policy concerning the Algerian question. It can also be noted that not 
all students have the same knowledge: perhaps the pupils with the most knowledge 
spoken to were the group of Pupil 8, Pupil 9 and Pupil 12. These three pupils are all of 
IGUIBERT, N, "L'ecole fait face it une montee des revendications identitaires des eleves", Le Monde, 
April 15, 2000, p. 12. 
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Algerian origin. We can state that pupils whose grand-parents are from Algeria seem to 
have more knowledge than others. Perhaps this is not only due to information gained 
from the family but also, to a very large extent, increased interest in the subject. 
4.2.2. A Knowledge ofSelectiye Aspects of the Conflict 
The interviews conducted with pupils showed that they were particularly strong on de 
Gaulle's change in policy but very weak on most other aspects of the Algerian war. This 
fact was seen in the previous chapter in the way teachers said the study of de Gaulle's 
policy in Algeria was central. One pupil when asked when in the year they had done the 
Algerian war in class said: "c'est en arrivant avec Charles de Gaulle qu'on a parJe de 
son role avec la guerre d' Algerie" (Pupil 4 whose teacher is Teacher I who studied the 
war mainly in the French Fourth and Fifth Republics rather than in Decolonisation). She 
was also able to talk about de Gaulle's policy, which she mentioned on several 
occasions during the interview, but was much weaker on other questions. In another 
interview, when asked whether there were any things that they had done in class that I 
had not mentioned in my interview questions one of the pupils said: "Vous, vous n'avez 
pas beaucoup parle de la politique de de Gaulle; nous c'est ce qu'on a bien vu s:a" 
(pupil 6 who is a pupil of Teacher 11 whose lesson plan is given in the appendices). In 
another interview, the pupils said: "ce n'etait pas particulierement sur I'Algerie, c'etait 
global", "on n'a pas fait un cours special sur la guerre d'Algerie", "on l'a pas etudiee en 
tant que telle" (Pupil 8); "Pourquoi on a parle de la guerre d' Algerie? C'est pour parler 
de de Gaulle. Ce n'est pas la guerre d' Algerie en soi" (Pupil 12; both he and Pupil 8 are 
in the same class with Teacher 3 who spent two or three hours on the Algerian war). 
Another pupil also talked of the way the war is not done in its own right. When 
explaining why she will study it for the baccalaureat she said: "11 y a toujours une 
relation a la guerre d' Algerie, ou alors la politique de de Gaulle face a cette guerre, ou 
alors qu'est-ce que la decolonisation" (Pupil 11). Surely though there is more to the 
Algerian war than that since the result of this placing of the Algerian conflict is her 
description of it as being on "Ies peripheries". 
The interviews with pupils also showed that they were particularly strong on the 
origins of the war in comparison with other questions on the Algerian war. Sometimes 
this tended to be the origins of decolonisation in general but not on the origins of the 
Algerian war in particular. For one pupil (Pupil 11) there seemed to be a difference 
between what she herself thought, therefore had learned from other sources apart from 
the class, and what she had been told in class. In this way she said: "Les origines, du 
moins comme on nous I'explique en cours, les origines elles sont vagues". By this I 
think she meant that in class they had insisted mainly on the origins of decolonisation in 
the world rather than on the Algerian war in particular. Another pupil, Pupil 1, spoke of 
decolonisation in general. She did not mention anything specific to Algeria. She said 
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that the French had asked all colonies to supply soldiers during World War Two and in 
return had promised to liberate colonies. At the end of the war this promise had not 
been kept. So Algerians (although if we had been talking of another decolonisation she 
presumably would have said other people) had wanted independence. She also spoke of 
the influence of other decolonisations e.g. British. She did not mention the Algerian 
population, economy or political situation. Pupil knowledge can be explained by the 
fact that the Algerian war is studied in decolonisation in general in the programme. 
Decolonisation is a possible examination question that necessitates this type of 
knowledge. However we can also note that Pupil 10 in her notes and the group of Pupil 
8, Pupil 9 and Pupil 12 were very good on the origins of the Algerian war. 
Also in history classes we can state that generally the military side of the war and the 
least glorious aspects of the conflict are not studied. One pupil said: "Cote militaire on 
n'en a pas trop parle" (Pupil 4). None of the pupils said they had studied the military 
side of the war in class. Teachers, in interviews, said that the military side of the war 
was something that they did not do in class or only a little. One teacher in particular, 
Teacher 17, said this was an aspect of the Algerian war that she no longer studied. 
Before she said she had used maps of Kabylie and the Aun!s and had explained the 
difference between fighting in towns and in the country. She said she had not done a 
great deal before but that it had been more than now and since the 1998 reform of the 
programme. The way the military side of the war is not studied may however be linked 
to the nature itself of the war. Although there were military operations that mobilised 
soldiers in what is now referred to as a war, much of the Algerian war was a political 
war. It was a "revolutionary war" (as lndo-China had been) in so far as the enemy was 
hard to identifY, blending into the population like Mao Zedong's "poisson dans l'eau", 
and used terror (often in terrorist attacks) to achieve its goals. The army became 
involved in a wide range of activities including political, economic and psychological 
action. We have seen in this thesis how such factors can constitute a barrier to memory, 
as other commentators have argued. 
Other examples of what we might call( minimisatiof) or underestimation of the war 
include the question of the number of French soldiers who were appetes or rappeles. 
Pupils were fairly weak on this point and generally surprised by the real number. Their 
weakness on this question was however less clear-cut than it had been on other issues. 
Pupil 1 had no idea of the number of French young men who had been sent to Algeria 
and when was forced to put forward a figure suggested 10,000 maximum. The group of 
Teacher 11' s three pupils disagreed amongst themselves at first and when one of the 
three suggested "millions" the others were surprised. Pupil 2 did not know. However, 
teachers often said that this was something they did in class. Another stark example of 
the minimisation of the Algerian war came from Pupil 5 when she said: "La France 
"'-------- ---...---
n'etait pas brutale avec les Algeriens". This could be linked to her parents' choice of 
coming to France. More examples of the underestimation of aspects of the war include 
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the way pupils sometimes knew Ben Bella's name but not the fact that he had been 
hijacked in a plane by the French airforce. This was the case for Pupil 6 and Pupil 7 (in 
one of the groups). It was also the case of Pupil 10 and the group of Teacher 3's three 
pupils. Similarly Pupil 2 and Pupil 3 had heard of Sakhiet-Sidi-Y oussef but did not 
mention deaths. Harkis were named but their massacre was not referred to by the group 
of Teacher l1's three pupils. This pupil knowledge reflects what was said during the 
teacher interviews on class content. 
Another result of the partial study of the Algerian conflict in terminale is the 
minimisation of the stakes of the war and is shown in the way pupils have no 
understanding of what is meant by the term "the memory of the Algerian war". While 
most scholarly work, notably in France but also internationally, has shown that the war 
has been occulted and repressed, pupils seem to have no understanding of these 
concepts. Again pupils talk in general but not in particular on the war in Algeria. They 
say for example that we must remember and not forget in order not to make the same 
mistakes as in the past - which very much resembles Nora's description of 
"duty-memory". Such opinions may have been expressed in class concerning the 
Second World War and are used by pupils for all cases of memory. Pupil 11 however 
answered this question very well in the interview. Some pupils were also able to link 
the Algerian war and its problematic memory with current tensions in France e.g. the 
group of Pupil 5, Pupil 6 and Pupil 7. Lastly it might be advanced that the Algerian 
conflict is something they have heard a little about outside of (before) class and that 
they know is not talked about much. 
4.3. History Classes, the Family and Other Vectors of Memory 
4.3.1. History Classes 
In the previous chapter we saw the difference between a history class and a testimony. It 
was argued that the kind of information and the impact of the vectors differ. This is in 
part due to the fact that in the context of a class it is clear that pupils are not necessarily 
receptive to information. This was mentioned in particular by two teachers. One of 
them pointed to the fact that it is important to note that the Algerian war is taught in 
terminale, which is a different year than seconde or premiere (the two years before 
terminale in French secondary education). He said: 
Glo balement vous avez en terminale les eleves assez passifs. Ils sont passifs parce 
que la clef c'est le baccalaun:at, donc leur attitude c'est une attitude de 
consommateur. Ils ecrivent, ils ecrivent, ils ecrivent sans beaucoup d'esprit critique, 
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ils sont hi pour digerer une matiere qu'on leur donne. Leur but est nn but utilitaire, 
c'est d'avoir la meilleure note possible au baccalaureat. (Teacher 3) 
This comment gives us a good indication of the set-up of the lesson: clearly one in 
which the teacher lectures and the pupils write. Beyond the transmission of the memory 
of the Algerian war, it shows the inherent limits of any transmission of memory through 
history classes in terminale. This chapter on pupils needs to take into account societal 
changes such as consumerism that may, essentially for young people, have changed 
education and relationships to the past. It would seem that due to changes in society 
pupils in education can be equated with "consumers". They are not in class to debate or 
discuss but to follow a pre-determined programme, take notes and regurgitate this 
"knowledge" in an examination. Many other social factors have changed our 
relationship to the past and have been discussed throughout this thesis: the place of the 
------- -
media, work habits, changes in the structure of the family, urbanisation and 
"globalisation" to name but a few. The work of Francis Fukuyama, Pierre Nora and 
~ 
Kristen Ross all highlights changes in society that have had consequential impact on the 
environment in which pupils live and study. Clearly in the above quotation we can see 
important factors that could influence the impact of the classes. The comment "digerer 
une matiere qu' on leur donne" supports the imposition argument. Students take notes 
that later they will try to learn off by heart and repeat parrot-fashion in an examination. 
The attitude of the pupils also depends on the serie, as was seen in the previous 
chapter. One teacher in particular was quoted as saying that in Terminale S the pupils, 
due to the weak weighting of history in this serie, minimised their efforts. Here again 
pupils are in class to pass an examination and want to take notes to "use" in the 
examination, which mighLbe seen as a fairly narrow definition of "teaching" and 
"education". This is (possibly; linked to changes in education (briefly discussed in 
'--- -- -, --
chapter two) especially after the oil crises of the 1970s which arguably led people to 
question the "utility" of history (and also philosop)ly). Paradoxically it might have been 
such considerations that led post-I 945 history to be studied at all in terminale classes as 
supporters of history tried to make its study more "useful". It is however possibly such a 
"utilitarian" view of education that weakens the impact of lessons. The weighting of 
subjects also reflects their importance and can detract from the impact of history 
classes. History is weighted lowest for Science students. For them history is weighted 
three while maths is weighted nine. History is weighted four for Literature students and 
five for Economics/Social science students. There is very little understanding on the 
part of pupils whose knowledge comes from the classroom. Only a limited number of 
points are dealt with in history class and those that are talked about are not done in 
sufficient detail so that they are understood. To some extent classes are inherently 
limited and there are things that are simply impossible. However the limits of class are 
also to a certain extent imposed by choices. 
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This knowledge corresponds to the result of history classes, but is not true of 
knowledge obtained from the family. One particularly interesting way that this can be 
seen is on the question of torture in the Algerian war. Before looking at the findings of 
the interviews with pupils concerning the family however, we can note that in the 
survey quoted in "The State-Prescribed Link in Teaching" chapter, in which the 
Algerian war when taught autonomously (rather than in the Decolonisation chapter) was 
"un sujet chaud", these reactions noted by teachers were principally attributed to family 
history: 
Qu'est-ce qui motive les reactions des eleves? D'abord, l'histoire familiale (dans 
44% des cas). Explique-t-elle le poids des guerres - 1939-45, Algerie - dans 
l' ordre des preoccupations?2 
Family history is therefore to be expected to be important in motivating the reactions of 
pupils in class. The interviews conducted with pupils for this thesis support this 
statement. Torture is one aspect of the Algerian war that is not done in detail in class. 
Either the subject had not been done at all or it certainly had not been memorable. For 
one pupil: "Il n'y a pas fait reference" (Pupil 2 on Teacher l's class). She went on to say 
that Setif May 8, 1945 was "le seul evenement dont iI nous avait parle Oll les Franc;ais 
avaient fait du mal a l' A1gerie". For another: "On n'a pas vu r;a" (Pupil 7 on Teacher 
II's class). For others the subject had been done quickly in a minimum of words. One 
pupil's notes read 'jan 57-sep 57 : mission de nettoyage d'Alger, mais par quelles 
methodes!! (sur le style de la Gestapo=desastre politique=grand bruit.)" Two other 
students told me that the subject was not essential and that the Algerian war was not 
like VichylWorld War Two. Pupil 8 said: "Ce n'est pas quelque chose d'essentiel" and 
Pupil 12 mentioned that for torture during World War Two: "c'etait autre chose ... 
c'etait de la vraie torture c;a". The subject had clearly not been done in sufficient detail 
and was therefore underestimated in turn by pupils. None of the pupils interviewed had 
gained any detailed information on torture in class because the subject had at best been 
covered very quickly in one or two sentences. 
Concerning the theoretical work on memory studied earlier in this thesis, the 
treatment of torture in class, the model for which also comes from the programme and 
[
textbooks, certainly indicates difficulty treating the subject as it is repressed and 
occulted and not openly discussed or faced up to. Ross in her book Fast Cars, Clean 
Bodies, can perhaps be of help here. She states that: "Torture in the Algerian war strove 
to 'leave no traces' - which is to say, to immobilize time, or to function as an 
ahistorical structural system.',3 This may explain part of the difficulty of teaching about 
2CORNETTE, J, LUC, J-N, "Bac-Generation 84. L'enseignement du temps present en terminale", 
Vingtieme Siecle, no. 6, April-June 1985, p. 126. 
3ROSS, K, Fast Cars, Clean Bodies: Decolonization and the Reordering of French Culture, Cambridge 
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torture. Ross provides a fascinating account of the growing obsession with hygiene and 
cleanliness (in housekeeping) in mainland France during the period ofthe Algerian war, 
in a rapidly changing France, while in Algeria raged a "sale guerre". A main reason why 
this war was "dirty" was the use of torture which even if it was "artisinal" to begin with 
soon "industrialised" and "modernised". 
4 3.2. The Family 
However, two pupils had obtained significant information from their family on torture 
which allows us to compare this information to that which we know is given in history 
classes. Firstly Pupil 2, who is of Algerian origin, said that in class: "On n' en a pas trop 
parle". However in her family her mother, mother's uncles and grandmother talked 
about the Algerian war, especially in Algeria. According to her mother, villagers often 
helped the F.L.N. so the French took the food from the village and regrouped 
populations. She was able to give a very detailed description of this treatment: 
"regroupment". She described this as follows: 
Les resistants ils venaient souvent la nuit pour venir chercher la nourriture. Donc ma 
mere e\le m'a dit qu'ils prenaient la population, enfin les gens du village, et ils les 
amenaient dans des endroits et ils les entassaient tous ensemble. Ils leur disaient 
'vous restez la, comme ya on est sUrs que les autres ils ne viendront pas chercher la 
nourriture chez vous'. Donc elle m'a dit, ya c'etait ma grande-mere aussi, elle m'a 
dit: oils nous prenaient et ils nous mettaient avec les enfants et tout dans des petites 
maisons et ils nous entassaient tous les uns sur les autres'. Elle me racontait des 
anecdotes: elle me disait qu'il y en avait qui se pissaient... qui se urinaient les uns sur 
les autres tellement c'etait difficile. Et donc ils les laissaient la pendant la nuit. 
(pupil 2) 
She also knew about torture and described the use of electricity, suspending people 
from rafters and rape. Members of her family had been tortured. She said these were 
subjects that it was not easy to talk about. There was a stark difference between her 
answer given to the question on torture in the interview and her answers to other 
questions. On this subject she was able to provide a significant amount of relevant 
information to support her answer. She talked for a long time. Also fascinating is the 
way she talks of "resistance fighters" (F.L.N.) and "collaborators" (people who worked 
with the French). Such descriptions highlight the tremendous division caused by the 
war, including in families: indeed she talked of her uncle "collaborating" but her 
grand-father "resisting". Clearly such reflections on a colonial past which ended barely 
decades ago can still be divisive and uncomfortable in the present. 
Massachusetts and London, the MIT Press, 1995, p. 122. 
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Secondly, for another pupil (Pupil 1), who is also of Algerian origin (but more 
distant as her grand-father was the son of a settler who left Algeria before the war), 
there was a stark difference in the quality of information received from the family 
(grand-mother) and the class. In history classes torture had been studied but they had 
not spent much time on it. She said: "On indique que la France n' avait pas hesite a 
utiliser la torture, les moyens violents ... " She also said: "On nous a dit qu'on a 
beaucoup utilise la torture et que "a avait choque quand meme a la fin certains Fran"ais, 
parce qu'ils n'etaient pas au courant pendant". She could not remember why the French 
army had used torture although this had perhaps been mentioned in class. Her 
grandmother however had given her a real example of violence during the war. Pupil 1 
had asked her grand-mother a question (her grand-father is dead) while she was revising 
history to prepare for a test to talk about the Second World War (on the Occupation: 
"What was life like during the Occupation?") but the conversation had also drifted onto 
the Algerian war. The grand-mother had been told by her neighbour, who had been a 
conscript in Algeria and had driven such trucks, that the French collected people in 
trucks whom they suspected of resisting and threw them off a cliff into the sea. This is 
the kind of information that can not be obtained from a class. It can be noted that this 
kind of information is possibly divisive in so far as it concerns different sections of 
French society which were opposed in the past and also concerns a period during which 
terrible actions were performed in France's name. 
Lastly, a third pupil's comments can be described here. Pupil 11, whose grand-father 
participated in the F.L.N. in the Algerian war, had also obtained a lot of information 
from the family, members of which had died during the Algerian war. It is of course 
highly noteworthy that two of these three examples of pupils who had gained 
information from their families (notably on torture) are beurs and have strong links with 
Algeria. The other also has a family history linked to Algeria. We can also note the 
difference in terms of memory between France and Algeria that other studies have 
shown - basically, for France, scholars talk of repression whereas for Algeria scholars 
talk of memories of the war being honoured4. These points (on beurs) will be discussed 
further in section four of this chapter. Unlike the other two pupils, for Pupil 11 it is 
better not to speak of such things: "Je crois qu'il vaut mieux cacher les choses horribles, 
pas heurter les ames sensibles." In class on torture they had done very little, perhaps 
even nothing. Again we can see how this subject is still very divisive as she talks of her 
grand-father's lifelong (since the Algerian war)~'hantisse de I'Etat fran"ais, l'armee 
fran"aise". Apparently she often talks with her grand-father: "Il aime en parler mais iI a 
besoin d'en parI er". It is important to note that he was described by Pupil 11 as a "grand 
maquisard" (F.L.N.). Perhaps this is a good example of the way if the past is glorious 
4See RIOux, J-P, "Trous de memoire" and HASSAN, R, "Un seul heros, le peuple" and "L'Histoire 
confisquee", Teterama hors serie entitled "L' Algerie. La Culture face a la terreur", 1995, pp. 90-93. 
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and serves present purposes then it is discussed. This was not however easy due to 
trauma since he had lost members of his family in the war including his brother. 
This claimed involvement in resistance activities during the Algerian war reminds us 
of the French memory of World War Two in the first few decades after that conflict. 
The claim that members of the family resisted the French in Algeria could be compared 
to the mythified French portrayal of the French Resistance to the Nazi occupier. Faced 
with such narratives, a "critical distance" can be argued to be needed in order to 
understand and take into account the role of selective memory in a group's construction 
of present identity. However, beyond the importan...!!act that the sample interviewed for 
this thesis is extremely limited and there do not seem to be many secondary sources on 
.--.---
this question, we can note that reference was also made in the interviews to members of 
the family collaborating (see Pupil 2) and that Pupil 11 thought it was better not to talk 
of such things and therefore cannot be said to have particularly sought to impose a 
glorified view of her family history on the interviewer. Nonetheless, a wider study 
might show more evidence of a mythified Resistance to the French in Algeria and this is 
certainly a delicate, yet fascinating area to investigate further. There are many other 
aspects of the Algerian war which have echoes of World War Two. Whatever the 
answer to the questions, by not studying in more depth the Algerian war in order not to 
aggravate or reactivate divisive individual and group memories of the Algerian conflict, 
state authorities are very wary of such (potential) memories. 
More generally on the family we can note that not all families of beurs where the 
grand-parents had experience of the Algerian war talked of this period. Some other 
sources beyond the interviews conducted for this project are given below in section four 
of this chapter which confirm this. One example of little family transmission is given in 
a fascinating edition of Hommes et Migrations on "Les Harkis et leurs enfants". In this 
we can read: 
Frequemment, de la part d'un ex-suppletif, c'est le silence qui accueille toute 
question portant sur la nature des operations auxquelles illui fut donne de participer 
durant la guerre d' Algerie. Que les questions soient posees par les enfants ou par un 
etranger ne change pas grande chose a I'affaire. Tout au plus parvient-on a obtenir 
un recit des raisons qui ont amene a I'incorporation et a un recit du depart en France. 
Entre les deux c'est le mutisme. Toutefois on aurait tort de mettre ce silence sur le 
compte d'une demarche d'autocensure resultant d'un sentiment de culpabilite. En 
effet, on peut retrouver la meme discretion chez les Algeriens ayant adhere au FLN 
[ ... ].5 
Interestingly Roux in this quotation talks of the silence of both harkis and ex-F.L.N. 
members (in France). A last example can be given here of lack of transmission of 
memory through the family in this ethnic group. It appears in another edition of 
SROUX, M, "Le Poids de I'Histoire", Hommes et Migrations, no. Il3S, September 1990, p. 24/5. 
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Hommes et Migrations, in an interview with the son (at the time in terminale) of a man 
who was at the Paris demonstration that took place on October 17, 1961. In it the 
interviewer asks: "Et ton pere, te parle-t-il souvent du 17 octobre 1961?" The 
interviewee answers: 
Non, iI n'est pas trop revenu dessus. Parce que je pense que c'est quelque chose 
qu'on a peut-etre envie ... pas d'oublier, parce que ~a restera, mais ... on n'aime pas 
trop parler des mauvaises experiences.6 
This reminds us of what we know about families of appe!es or rappe!es (conscripts). 
Our knowledge of their memory comes from sources such as Tavernier's film La 
Guerre sans nom (1992) and Mauss-Copeaux's book Appe!es en guerre d'Algerie 
(1999). In this last study the author states: "[ ... ] aujourd'hui beaucoup ne veulent pas en 
parler it leurs enfants."7 When commenting on the fact that in only one of the thirty-nine 
interviews that she conducted was a conscript's child present, she says: "lis se disent en 
general plus reticents it partager leurs souvenirs avec leurs enfants et reconnaissent leur 
refus obstine de repondre it leurs questions."8 In this group of people there is very little 
discussion on the Algerian war. Stora's work can also be useful in understanding family 
transmission for conscripts. In his television series Les Anmfes algeriennes (1992) a 
conscript (Mr. J-M Linne) is questioned. The dialogue is as follows: 
Interviewer: Vous avez des enfants? 
Linne: l' ai trois enfants. J' ai six petits-enfants. 
Interviewer: Vous leur en dites quoi de la guerre d' Algerie? 
Linne: Je n'en parle jamais. 
Furthermore it is very unlikely that within families of other groups e.g. "opinion 
metropolitaine" which have few links to Algeria much information is transmitted. 
What is meant by this group is French public opinion in metropolitan France during the 
Algerian conflict. These are people who lived through the conflict, but were not 
involved in the war, despite some potential knowledge of it or even a distant member of 
the family or friends serving in the army in Algeria. In this group we may find lack of 
interest for the subject and very little information to be transmitted. In families where 
. the parents come from Algeria there is not always discussion. Pupil 8, Pupil 9 and Pupil 
12 said that they did not talk much with their grand-parents. Pupil 12's great uncle had 
served five years of prison during the Algerian war and did not talk about it since it was 
too difficult. He said that he talked a little with his father because his father had not 
~CHAUT, C, "Cela me fait mal au emur qu'on oublie 9a", Hommes et MigratiOns, no. 1219, 
May-June 1999, p. 62. 
7MAUSS-COPEAUX, C, Appe/es en Algerie: la parole cOl1fisquee, Paris, Hachette, 1999, p. 52/3. 
8Ibid" p. 61. 
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lived through the Algerian war. Pupil 9 said: "ils n'en parlent pas" and ']e n'en parle 
pas" and Pupil 8 said "on ne s'implique pas trop" and "ya fait partie du passe". 
To sum up, there are therefore families in which there is no discussion. Due to the 
limits of this sample it is impossible here to state with certainty exact numbers. 
However we can say that if information is obtained it is very de-taU;dand much-richer 
than information obtained from the class. We can also state that in some families 
information is transmitted. This would seem to be information that is given since it is 
not shameful to those who tell the story and supports what they want to say. However 
we must note that not all families transmit information and that if this does not happen 
it can be because such memories are painful. Furthermore if they did talk about it, this 
communication can also be fairly superficial. Pupil 5 said that she spoke with her 
grand-mother about the Algerian war but that this often equated to looking at photos 
and "se rememorer des gens". She said that she received "des informations mais pas 
beaucoup, beaucoup". This could be supported by what we know about families of 
pieds-noirs. One teacher whom I interviewed who is pied-noir (Teacher 17) said that 
pieds-noirs spoke about Algeria in their families but only of the good things about the 
colonial period. 
43.3 Other Vectors QfMemor:y 
Let us now reflect on other sources of information by drawing on the pupil interviews. 
The main sources of information used to prepare for the baccalaureat are the lesson 
notes and the textbook. More generally, as concerns all sources of information on the 
Algerian war for young people, we can state that the role of teachers, and therefore 
classes, and the textbook is very important and more important than the role of other 
----~'----'---
sources. However as we have seen above the potential impact (although not realised at 
-~.-----present) of other sources such as the family is greater than the present impact of classes 
which is inherently limited. The important role of education has also been shown in 
various opinion polls in which it can be seen that answers to questions differ depending 
on the level of education received. Predictably the further in the education system one 
has gone the more accurately one can answer questions on history. According to the 
answers given in the interviews conducted for this thesis, the other significant source of 
information is the family. As was seen above if information is gained from the family it 
can be very detailed, but there is a risk that on the Algerian war members of the family 
do not transmit information on the war - be they for example appetes, pieds-noirs, 
harkis, ex-F.L.N. or M.N.A. The information is also subjective and partial (i.e. a lot of 
information on a limited number of issues) rather than the global objective view 
supposedly given through the class. 
Other sources of information are available to young people and can be said to play a 
role in the transmission of memories,' but their impact is perhaps limited due to the 
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number of people who had received information from such vectors in the sample. It is 
possible for example that pupils have read books on the Algerian war. This concerns 
novels rather than scholarly books. Quantitatively two or three pupils out of twelve had 
read novels, each of whom had read one or two books on the Algerian war i.e. there is 
relatively little impact from this source. Pupil 10 had read one book Un Ete algerien by 
J-P Noziere; Pupil 1 had read two books whose names she could not remember, one 
based in Oran the other on the struggle between the F.L.N. and the O.A.S.; Pupil 2 had 
possibly read novels but could not remember exactly. Teachers said that it was perhaps 
not even worth asking them to read books or watch films due to the lack of time. This 
fits in with what has already been said on the difference between classes in terminale 
and seconde and premiere. Furthermore we must remember that pupils study Histoire 
ll1!d Geographie. Also they have other subjects at the baccalaureat, with higher 
weightings. One pupil said she could not read outside oflessons because: "J' ai deja la 
philo, les lettres,je n'ai pas trop le temps" (Pupil 3) and those pupils who said they had 
read books often said it had been earlier in their life or during the holidays. It is also 
interesting to note that secondary schools have C.D.I.'s ("Centres de Documentation et 
d'Information"). I visited two of these and in both there was virtually nothing in terms 
of books on the Algerian war. The CD.L's mainly stocked textbooks and the press and 
were places where pupils could work. However, the central public library in Lyons has a 
wide selection of sources on the Algerian war. 
Pupils who have seen films are rare but slightly less so than those who have read 
books on the Algerian war. Quantitatively five pupils had seen films on the Algerian 
conflict. Pupil 3 had seen one film but could not remember its name. She said it was a 
film with Roger Hanin and Gina Lolobrigida on television. Pupil 12 had seen three 
films though he could not give the names. Pupil 8 had seen Chronique des annees de 
braises and Pupil 11 had seen Courriere's La Guerre d'Algerie on ARTE television 
channel and on satellite television a programme on the role of women in the Algerian 
war. Pupil 2 had possibly seen films especially in Algeria. Pupil comments on the 
impact of films included: "on dirait que ya a existe vraiment parce que quand on en 
parle comme ya ce n'est pas pareil que quand on regarde vraiment ce qui s'est passe a 
l'epoque" (Pupil 10) and: "ya marque bien" (Pupil 9). Pupil 3 talked of the way in 
which a film gives the "ambiance de !'epoque". Pupi14 spoke of the difference between 
the lesson and a film. She had not seen a film on the Algerian war so spoke of a film on 
World War Two. She mentioned the films "Il faut sauver le soldat Ryan" and "La vie 
est belle". She said: 
.1' ai vu des films sur la Seconde guerre mondiale avec le genocide et des choses 
comme ya, etje pense que meme si c'est un peu ... ya fait un peu roman parce qu'il y 
a une histoire derriere, je pense que c'est vraiment interessant de voir comment ils 
ont vecu reellement et ya permet de mettre des images au cours qu'on a. Dans nos 
tetes, les images on les retient plus que des phrases. Donc ya choque plus. (Pupil 4) 
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We should also note that these two films are far more "mainstream" than anything that 
has been made on the Algerian war. This is linked to the fact that the Second World 
War affected many countries. The number of sources on the war is therefore logically 
greater and the "market" is also greater, in this example in terms of audience. We have 
also seen how World War Two can perhaps more easily transmit values than the 
Algerian war. It is perhaps worth noting that no pupils could actually name a book or 
film that they knew existed but that they had not read or seen. Perhaps this shows that 
such films and books are not well known or mainstream. Most pupils also had difficulty 
remembering the name of books and films that they had read or seen. 
Reviews and magazines are also another source of information. Given the age of 
pupils and the lack of time or need for reading, pupils who read reviews are not 
numerous but both Pupil 10 and Pupil 12 read L 'Histoire. In fact we can say that such 
reviews have sold more and more in recent years, and have played a role in diffusing 
history and especially contemporary history. Information on the Algerian war is not 
really obtained from the television. There are possibly more programmes with 
information on the war in Algeria on satellite television. Films on the Algerian conflict 
are highly rare at the cinema Neither papers nor ceremonies would seem to influence 
young people on the Algerian war either. Regular reading of Le Monde over a period of 
time shows how few articles in that paper there are on this colonial war. 
The last influence on pupils discussed in the interviews was the present. The present 
clearly influences lesson content as was seen in the previous chapter. Theoretical work 
on memory highlights the link between the present and memory. In interviews present 
concerns often came to the fore. For example, in the teacher interviews, the 
interviewees often mentioned motivation for their interest in the Algerian war. Pupils 
also mentioned the present in terms of the war in Kosovo and the situation in Algeria 
(the group of Teacher l1's three pupils, and Pupil 11). They also talked of lieux; for 
example Pupil 1 whose mother when passing through Lyons with her daughter pointed 
out that it was there that there had previously been the bidonville where a lot of harkis 
had lived. It is noteworthy that this is not something that French people generally want 
to remember. Pupil 10 also mentioned another lieu which had stimulated her memory of 
the Algerian war. It was a cemetery in which her father is buried (he died in 1998). 
Visiting the cemetery she had noticed the tombstones of young people who had died in 
the Algerian war. 
4.4. Future Developments; the Beur Argument 
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4 4 I. The Positions of Other Commentators 
Stora and others have argued that developments in the memory of the Algerian war may 
come from beurs (descendants of immigrants from North Africa). He has argued that 
this group could take a lot of interest in this subject and therefore advance the memory 
of this colonial war. There is not however a consensus on this point, which is shown in 
the following comments by Claude Liauzu in an article in 1999: 
La 'Marche des Beurs' de 1983 a ouvert une nouveIIe phase. Au dela de l'action 
directement politique, un travail culturel, une quete identitaire ont ete engages. lis 
sont a l'origine de la creation de l'association 'Au nom de la memoire', du livre et 
du film de Yamina Benguigui, Memoires d'immigres, de publications, etc. Mais cela 
conceme-t-il la majorite? Dans les situations d'anomie, dans les banlieues en 
dereliction, dans les familIes desagregees, ce qui l' emporte c' est sans doute 
l'impossibilite d'acceder a une memoire, de se reconnaitre et d'etre reconnu dans 
I 'histoire enseignee.9 
The "Marche des Beurs" was literally a walk undertaken by children of Algerian 
immigrants and harkis. It started from Marseilles and Lyons and finished in Paris, 
where at its end 60,000 people marched. It was a "marche pour I'egalite, contre le 
racisme"iO. For Liauzu therefore, despite numerous important actions, beurs have not 
yet significantly changed the wider French collective memory of the Algerian war. 
Nonetheless, Stora has argued that this group could have a major impact on the 
collective memory of the Algerian war. Stora, in La Gangrene et Z'oubZi (1991), argued 
that the French model which equates nationality with citizenship was in crisis. From 
children of immigrant origin there were increasing tensions between demands for 
universal treatment and a desire to be specific. For Stora, such problems were directly 
linked to the colonial system since children of Algerian origin in particular were 
accorded French nationality at birth whereas other children of immigrant origin were 
not11 . This problem is inherently linked to integration and to what it means to be 
French. It is also perhaps linked to changes in generation. For Stora it is very difficult 
for such children to reconcile assimilation into France and respect of the culture of the 
parents. This is aggravated by the fact that immigration, while in the media in the 
9UAUZU, C, "Voyage a travers la memoire et l'amnesie : le 17 octobre 1961", Hommes et Migrations, 
no. 1219, May-June 1999, p. 61. 
10STORA, B, La Gangrene et I'oubli : la memoire de la gllerre d'AIgerie, Paris, Editions La Decouverte, 
1992, p. 347. 
11Children born in France to Algerian economic migrants before 1962 lost French citizenship that year 
when Algeria gained independence, but the children of harkis remained French, and children born in France 
to Algerian immigrants after 1962 have all been French from birth. Throughout this period, children born 
in France to immigrants of other nationalities were not born French but automatically became French on 
reaching the age of majority. So both groups automatically became French, but at different ages. In 1993 a 
reform required those who previously became French on reaching the age of majority to request French 
nationality but this reform was reversed by the Jospin government in 1997. 
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present, is never examined historically, as the origins of this immigration are occulted. 
For these reasons Stora has argued: 
De plus en plus nombreux, les jeunes de I'immigration se fixent donc I'objectif de 
reactiver les heritages de memoire de leurs peres, de leurs grands-peres. [ ... ] Les 
jeunes issus de l'immigration (ou les enfants de harkis, avec une autre demarche 
dans une meme histoire) partent a la recherche de leur memoire, celle de la guerre 
d'Algerie, qui continue a exister, a circuler dans les familles, mais n'est pas 
reconnue, ni connue pUbliquement. Depositaire des experiences passees, la memoire 
des peres, des meres, est garante de leur propre survie au sein d'une societe qui 
masque ces continuites.12 
In a later article13 Stora continued this line of argument by stating that historiographical 
progress, were it to come, would be made by beurs since such progress depended on 
demand or need and this group of people - with children of harkis and pieds-noirs -
wanted to know their parents' itinerary in order to understand their family history. He 
compared this to the role of Jews in changes in the collective memory of Vichy in the 
1970s. Similarly Philippe Bemard et al. have argued in Le Monde (notably in a series of 
articles published in 1992) that there is a strong desire of children whose parents came 
from Algeria to discover the Algerian war. One example he gave of the way this interest 
can influence collective memory was the role played by beurs in attracting attention via 
a commemoration to the massacre of October 17, 1961. Another example, this time 
given by Stora, is the action undertaken by the fits de harkis to draw attention to the 
history of their parents. In both of these examples French society as a whole has not 
shown interest in these subjects and indeed has actively occulted these histories. 
Children whose parents came from Algeria have played a role in breaking this silence. 
Furthermore, for Bemard: 
[ ... ] la transmission acceleree de la memoire privee est un phenomene general. En 
vieillissant, les parents, acteurs et temoins directs des evenements consentent a livrer 
leur passe. La montee de la xenophobie et les difficultes de l'integration en France, 
les succes de I'islamisme en Algerie alimentent les craintes, reveillent les vieux 
antagonismes et aiguisent la curiosite de la deuxieme generation a l'heure de son 
enracinement en France. 14 
12STORA, B, La Gangrene et l'oubli: La memoire de la guerre d'Algerie, Paris, Editions La DecQuverte, 
1992, p. 298. 
13STORA, B, interview, "Cicatriser I' A1gerie", in Oublier nos crimes: l'amnesie nationale, une 
ft"ecijicitejran9aise?, Paris, Editions autrement, Serie Mutations, no. 144, 1994, pp. 227-243. 
4 BERNARD, P, "L' A1gerie de la deuxieme memoire IV. Un seul pays, deux histoires", Le Monde, 
March 20, 1992, p.5. 
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4.4.2. This Commentator's Position 
At the end of the 1990s I feel that overall we cannot say that beurs have had a very 
significant impact on the collective memory of the Algerian war. This has not occurred 
in any significant way in this commentator's opinion even though it is true that beurs 
were instrumental in drawing attention to the events of October 17, 1961. I do not think 
that this collective memory has changed significantly in recent years, although there 
have been developments which were described in the Introduction to this thesis. 
Numerous points in the arguments given above are open to discussion. 
While in general it may be accepted that there is a general desire as one grows older 
to talk of the past, as Paul Thompson showed in The Voice o/the Pastl5 , there does not 
seem to be any way to see to what extent this general desire might apply in particular to 
families where the parents come from Algeria. Bernard does not give any source that 
supports this argument. And does the present situation in Algeria lead people to 
examine the past or overshadow the Algerian war of 1954-62? The three pupils in one 
of the groups interviewed (Pupil 8, Pupil 9 and Pupil 12) all said that they talked about 
the present situation in Algeria rather than the Algerian war (1954-1962). Similarly, an 
interesting argument has been used by Rioux to explain the lack of memory of the 
Algerian war. This argument to a large extent reflects the findings of the 1988 La 
Guerre d'Algerie et les Fran~ais conference that because there are significant stakes of 
the war there cannot be memory. The argument was that the issues of the Algerian war 
are still at stake in metropolitan France in the present and so this period is not 
memorable, rather it is (re)lived in the present: 
Sur . les questions fondamentales de nationalite, d'identite, de citoyennete, 
I'immigration et le racisme constituent aujourd'hui un enjeu tellement present, 
tellement tangible au quotidien qu'on n'a pas besoin de faire un transfert de 
memoire. Il y a trop de tensions aujourd'hui pour nourir une memoire de I'hier. 16 
On the precise question of transmission of memory by the beur group, it might be 
argued, supported by the findings of the interviews conducted with pupils for this thesis, 
that transmission is (at least) just as difficult in such families as Bertrand Tavernier's 
film La Guerre sans nom (1992) showed it was in the families of appeles and rappeles. 
It might even be more difficult for people who came from Algeria to talk about the 
Algerian war due to issues such as the choice of France and integration. As we have 
seen throughout this thesis powerful "integrating" forces are used by French authorities, 
including education, to suppress community memories and create or support the nation. 
ISTHOMPSON, P, The Voice of the Past: Oral History, Oxford, Oxford University Press, 1978. 
16ru:OUX, J-P, "TrOllS de memoire", interview conducted by Irene Berelowitch, published in Teterama 
hors serie entitled "L' A1gerie. La Culture face it la terreur" in 1995, p. 90. 
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While it would seem in contemporruy France that integration is far from completely 
successful, it might be strong enough to destroy the development of any significant 
community memory in the beur group around the Algerian war. Would it be correct to 
say that young beurs are neither fully integrated into French society nor respectful of 
their parents' origins; rather they have constructed their own identity somewhere 
outside of these two poles (although influenced by them)? A stronger argument than 
Bemard's above argument, yet one example of which is also mentioned in Bernard's 
article, is that faced with family silence children whose parents came from Algeria are 
more curious and may well try outside of the family to discover their past. The example 
given was as follows: 
Abdel Arssou, president du Mouvement des droits civiques, compare la demarche 
des beurs It celle des jeunes juifs de I'apres-guerre, en bute de silence de leurs 
parents sur la Shoah. "Chez moi, la guerre etait comme un cadavre dans un placard. 
On n'en parlait jamais. Un jour, j'ai decouvert combien mes parents avaient 
souffert." 17 
However, such knowledge will not be obtained from history classes in terminale. Such a 
partial study in class of the Algerian war may however itself also fuel young people's 
curiosity in the same way that family silences may do. Indeed, of the twelve people who 
spontaneously came forward and agreed to an interview for this project seven were of , 
Algerian origin. This would suggest that there is more interest for the question in this 
section of society than in others i.e. children whose families have no direct connection 
to Algeria or the Algerian war. In the previous chapter we saw that family history could 
influence pupil interest in class as one teacher, talking about the prestigious Lycee du 
Pare, said that pupils listened but did not feel affected by the war since it took place a 
long time ago and did not concern directly their family (Teacher 5). 
As concerns the pupils who were interviewed for this project, for one pupil (Pupil 2), 
half of her family (on her mother's side, most of whom live in Algeria) talk about the 
war a lot whereas the other (father's side in France) do not talk about the Algerian war. 
In France she had learnt nothing from her family. In Algeria she had learnt a lot, 
including what was mentioned above on torture. For her: "Si ma mere, eIle, ne m'en 
avait pas parle ou ma famille, beh je n'aurais pas su que iI y avait les tortures comme 
ya." She explained the silence in France by mentioning "la honte" (shame), division and 
pain concerning the Algerian conflict. The fact that the subject is taboo is supported by 
other pupils. For example, Pupil 12 said he did not talk much in his family of the 
Algerian war with people in the generation who had fought in the war. The other two 
pupils present in the interview, Pupils 8 and 9, agreed that they did not speak much 
about the Algerian question. One person (Pupil 11) however whose grand-parents did 
170 . 5 p. Clt., p. . 
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often talk about the Algerian war was a pupil whose grand-father had been, in her 
words, "un grand maquisard" (F.L.N.). Pupil I had also spoken about the Algerian war 
with members of her family. 
Perhaps from this brief and inherently limited discussion it can be concluded that if 
information can be obtained from the family then it is very rich information. However it 
is not evident that much discussion takes place within families affected by the Algerian 
war. Furthermore, only certain groups of people in France are closely linked to the 
Algerian war -fits de harkislbeurs and descendants of pieds-noirs or conscripts - and 
in other families it is unlikely that there is much discussion on or interest in the 
Algerian war. It might be argued that this group of pupils whose parents came from 
Algeria has at best the same transmission problems as other groups or even worse 
problems due to their particularly difficult position in relation to the history of the 
Algerian war and life in France. The Algerian conflict was a very difficult period for 
them and of course included many horrors which are not easy to discuss. It has clearly 
shaped their lives one way or another. 
Neil MacMaster gives a very good description of the position of Algerian emigres in 
France during the war in his book Colonial Migrants and Racisml8. He identifies police 
and press racism aimed at this community, and a process of segregation and 
discrimination in housing. He shows how F.L.N. "containment" of this population 
amounted to very severe control of the community, the elimination by the F.L.N. of the 
rival M.N.A., and led to attacks on the community by the French police and army (with 
the use of harkis). He also shows an increasingly hostile public opinion to be linked to 
the F.L.N. bringing the Algerian war to metropolitan France. However, whether the 
children or grand-children of Algerian emigres receive fairly detailed information or are 
faced with silence on the subject, the result seems the same: more interest in the 
question than other sections of French society. 
Other sources also tend to support these findings. For example, there would seem to 
be some evidence that the Algerian war has not been talked about in the Algerian 
community due to a desire to integrate and not to question the choice of coming to 
France. In a review in Le Monde of the film "Vivre au paradis" we learn that: 
Bouriem Guerdjou ne repugne pas aux grands mots, il parle volontiers de missions 
qu'il s'est assignees: rendre justice a la generation de ses parents en evoquant leurs 
conditions d' existence lors de leur arrivee en France ; rendre justice, aussi, aux 
victimes du massacre du 17 octobre ; et redonner un sens d' appartenance a la 
deuxieme generation, lui offrir une possibilite de se trouver des racines. I1 raconte 
[ ... ] que, alors qu'il travaillait au film, ce sont ceux-Ia memes dont il evoque le 
souvenir qui lui deconseillaient de montrer le bidonville ou le drame du 17 octobre. 
18MACMASTER, N, Colonial Migrants and Racism, London, MacMillan, 1997. 
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"On me disait de ne pas reparler de tout Ita, de faire plutot 'une histoire 
franltaise' ." 19 
The idea of "redonner un sens d'appartenance it la deuxi(:me generation, lui offrir la 
possibilite de se trouver des racines" is linked to integration in contemporary France. 
Jean-Louis Hurst was interviewed in a special issue of Quo Vadis entitled "Douce 
France: La Saga du mouvement beur". Quo Vadis is a review published by the 
Itn'Media press agency, run by minority ethnic journalists. Hurst was, at the time of the 
Algerian war, a member of the "n!seau Jeanson" and therefore someone who tried to 
oppose the war. Such people have since been referred to as "porteurs de valise". When 
describing the history of the "beur movement" he said: "Je suis, il est vrai, choque par 
la meconnaissance des beurs de leur propre histoire. ,,20 Later in the interview he said: 
Le jour de I'arrivee de la Marche, j'etais pres de deux anciens de la Federation de 
France, lors du discours de Montpamasse. J' ai vu le degoilt sur leurs visages 
lorsqu'une beurette s'est publiquement pretendue franltaise.21 
Such comments, and the concepts that underlie them, are very interesting for nurnerous 
reasons. Firstly they are of interest concerning what it means to be French, as we can 
note the two poles competing in beur identity - one Algerian and one French. This 
thesis has made reference to the link between memory and the nation through a 
discussion of the ideas of scholars like Renan, who argued that the essence of a nation 
is that its members have forgotten a lot of things. In this way very divisive community 
memories had to be forgotten. Secondly, this thesis argues, the way the Algerian war is 
taught is influenced by such considerations as divisive group memories are not to be 
aggravated and are in practice somewhat pasted over. Such points were discussed in 
"The State-Prescribed Link in Teaching" chapter. Lastly, we can note that the fact that 
it is Jean-Louis Hurst who makes these comments in such a critical fashion also shows 
the way such issues are still at stake in the present and the way the Algerian war can 
still be divisive in the present. These are presumably the types of memories that Rioux 
said the "education nationale" tried to avoid aggravating. 
Various other commentators have argued that beurs are constantly drawn between 
two poles: the family and France. Alec Hargreaves for example has noted this 
concerning literature written by sons and daughters of Maghrebian immigrants. He 
speaks of the tensions that can be found in beur authors' work between success within 
France and respect for North African heritage. In many ways beurs are torn between 
France and Algeria. These kinds of tensions are, for example, present in the work of 
1 %RODON, J-M, "Bourlem Guerdjou, messager de justice", Le Monde, March 3, 1999, p. 34. 
20"La Memoire selective des annees algeriennes", interview with Jean-Louis Hurst, in a special issue of 
~uo Vadis entitled "Douce France: La Saga du mouvement beur", autumn-winter 1993, p. 76. 
Ibid" p, 76, , 
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Bouzid and Boukhedenna22. Neither of these authors can feel at home in France or 
Algeria and want to escape to a third make-believe place where they could settle. For 
Hargreaves: 
Beur novels generally take the form of a bildungsroman, where the central thread is 
the youthful protagonist's search for a sense of direction in life amid the conflicting 
cultural imperatives to which he or she is subjected.23 
Another example of the lack of transmission of memories of the Algerian war in the 
Algerian-immigrant community in France, that we can add to those given above, can be 
found in Stora's documentary Les Annees algeriennes when Farid Aichoune talks about 
the memory of October 17, 1961. In that year he was nine years old and was arrested on 
October 18. He said: 
II Y avait une memoire mais une fois que la guerre elle a ete finie c'est basta. 1I y 
avait un mot d'ordre que les Algeriens disaient [ ... ] "Sept ans ~a suffit" donc les gens 
conservaient a I'interieur d'eux-memes un certain nombre de souvenirs mais 
n' aimaient pas trop en faire etat. Une sorte de pudeur quoi. 24 
A further example of the absence of family transmission in this group was given in the 
above mentioned issue of Quo Vadis. It consisted of an interview with Mohamed 
Hocine, founder of the "Comite contre la Double peine" and his family. This committee 
was a pressure group which campaigned against a law that allowed people of foreign 
nationality to be expelled from France if they were convicted of a crime. The subject of 
the conversation was principally how and why his parents had come to France which 
led to a discussion of his father's experience during the Algerian war, including his 
participation in the October 1961 demonstration. The overall impression given was one 
of the discovery for the first time by Mohamed Hocine of his father's history as if this 
kind of discussion had never taken place before despite the age of the participants. 
Mohamed Hocine said: 
II Y a beaucoup de jeunes qui ne connaissent pas I'histoire de leurs parents. lis nous 
ont engendres, ils nous ont vu grandir, ils savent tout sur nous, et nous on ne sait rien 
sur eux.25 
22BOUKHEDENNA, S, Journal. "Nationalite: immig"'(e). ", Paris, Mercure de France, 1983; BOUZID, 
La Marche, Paris, Sindbad, 1984. 
23HARGREA YES, A, G, "Resistance and Identity in Beur narratives", Modem Fiction Studies, spring 
1989, volume 35, number 1, p. 93. 
24 AICHOUNE, F, interviewed in Les Annees algeriel1nes, STORA, B et al., volume three "Je ne regrette 
rien", produced by Antenne 2, Premiere Generation, lna enterprise, 1991. 
25"D'Octobre 1961 a la Double peine", interview with the Hocine family, in a special issue of Quo Vadis 
entitled "Douce France: La Saga du mouvement beur", autumn-winter 1993, p. 79. 
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Three of the examples given above all concern October 17, 1961, and therefore one of 
the war's most tragic events (importantly in France). Although this is (perhaps) an 
extraordinary event in the hostilities, transmission of its memory in the beur group 
would seem to be fairly typical of all groups' relationship to the Algerian war. Again 
there are similarities with what we know from Tavernier's documentary of the memory 
of conscripts in Grenoble i.e. silences, repression, trauma. The film provides fascinating 
examples of people who were sent to fight in Algeria and who have not talked to their 
families about this experience. Indeed in many notable instances the fact of talking 
about the Algerian conflict immediately brings them to tears, even thirty years after the 
event. Clearly they were very traumatised by their experiences and have not come to 
terms with this period of their lives in a way that would enable them to discuss it in the 
present. Pieds-noirs also have problems transmitting memories. It is a difficult history 
to assume for this group through the fact of leaving Algeria, violence in the war, de 
Gaulle's betrayal, the arrival in France and the O.A.S. In Le Monde we learn of an 
example of a pied-noir who does not talk of the war: 
Michel N. a accepte, a contre-creur de nous y rencontrer: 'Les journalistes devraient 
attendre qu'on creve tous pour parler de l'Algerie.' A cinquante-quatre ans, il est 
categorique, et c'est presque avec violence qu'il dit: 'Il vaut mieux garder I'histoire 
pour soi. Mes quatre filles, de moi, ne sauront jamais rien. '26 
This reminds us ofthe appete in Stora's Les Annees algeriennes quoted above. Bernard, 
describing families of pieds-noirs and Jlls de harkis, said: "N' ont-ils pas baigne leurs 
enfants des recits emerveilles de la vi~ 'Ia-bas' [ ... ]"27. Rioux also talks of "une 
'nostalgerie' efficace et coMrente"28. There are therefore silences and very selective 
transmission. Roland Dhessy explains these silences as follows: 
Roland Dhessy, cinquante-cinq ans, qui est secretaire general adjoint du RECOURS 
France (l'une des plus importantes associations de rapatries), a peut-etre la clef de 
ces silences, de ces pannes de transmission, et ilIa laisse filer, l' air de rien, entre 
deux phrases : 'Peut-etre, au fond, est-ce parce que, finalement, c'est un peu 
honteux, pour nous, d'etre partis de la-bas .. .' Ils finissent par parler, les anciens, 
laborieusement parfois. Contenant difficilement la colere, I' emotion qui les prend 
par surprise. Et ils s' etonnent eux-memes de revivre aussi intensement devant 
I'inconnu ce qu'ils ont prefere taire a leurs enfants. 
26r.OGEART, A, "L' Algerie de la deuxieme memoire V. La nostalgie et la pudeur", Le Monde, March 21, 
1992, p. 8. 
270p. cit., March 20, 1999, p. 8. 
28ruOux, J-P, "Trous de memoire", interview conducted by Irene Berelowitch, published in Te!erama 
hors serie entitled "L'Algerie. La Culture face a la terreur" in 1995, p. 91. 
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4.5. Conclusion 
To conclude this chapter, interviews with pupils have shown that the absolute impact of 
classes on the Algerian war is weak. This supports the findings of the previous chapter 
which drew on interviews conducted with teachers. The study of the Algerian war is a 
partial one which puts the accent on a study of de Gaulle and the general origins of 
decolonisation, to the detriment of a detailed study of the war itself. We have seen that 
pupils have a superficial and partial knowledge of the conflict. The way classes are 
given in terminale is also important in uoderstanding the impact of classes on youog 
people's knowledge of the Algerian war. Nonetheless, pupils all insisted on the 
importance of history classes in their process of learning about the Algerian war. Little 
infonnation had been obtained from other sources. We can state therefore that, in 
absolute tenns, history classes on the Algerian war are an important vector of memory, 
but that in relative tenns not much infonnation is transmitted. The main other 
significant source for pupils was the family. If infonnation had been obtained from the 
family it was very rich and has more potential impact, in my opinion, than history 
classes. This is partly due to the changes in society described throughout this thesis. 
However this infonnation so far has been shown to be partial or sometimes non-existent 
in all families of groups concerned directly by the Algerian war. The beur group in 
particular might, despite the arguments of other commentators, have just as many, if not 
more problems in accessing a memory as other groups in France have been shown to 
have. Yet family history does seem to lead to much more interest in the subject. It was 
shown to colour pupil knowledge of the Algerian war in very important ways in certain 
cases. Ultimately, the existence of such memories in the classroom changes classroom 
dynamics, and crucially as this thesis argues can be said to influence the programme in 
so far as these are the very types of potentially divisive memories that are not to be 
aggravated. 
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CONC! ,USION 
TEACHING THE HISTORY OF 
THE ALGERIAN WAR IN 
POST -MODERN FRANCE 
Conclusion 
Teaching the History of the Algerian War in 
Post-Modem France 
5.1, The Continuing Releyance of the Algerian War 
The Algerian war (1954-1962) was and is a very significant event in contemporary 
French history. Stora has called it one of the hardest wars of decolonization ever fought. I' 
It lasted more than seven years and finished less than forty years ago. Dunng the war a 
whole generation of young people born in France between 1932 and 1943 were sent to 
fight in Algeria. This meant that most French families were directly concerned by the 
Algerian war in a way in which they had not been by the war in Indo-China, since it was 
the corps e.xpeditionnaire, composed of professional soldiers, that had fought in Asia. 
We have seen in this thesis the way all teachers knew somebody, often a family 
member, who had been involved in the Algerian war. This gives a good indication of 
the impact of the conflict on French society. Most of these people are still alive. The 
war led to the end of more than one hundred and thirty years of French presence in 
Algeria, which had been three French departements. It is therefore very much linked to 
French colonial history which, as Ross has argued, has been denied by the French, with 
serious consequences on opinions and stereotypes of immigrant workers. Furthermore 
certain myths, such as a Gaullist-myth of the creation of a modem European-looking 
France, originate from this period. 
The Algerian war saw the use of the worst methods of warfare to avoid another 
shameful defeat. These methods included torture. They had been developed during the 
colonial war the French fought in lndo-China, which was a conflict they ultimately lost 
after the battle ofDien Bien Phu. This took place in a context of political abandoning of 
power with consequential increase in military power in the field. In this way French 
generals were given sweeping powers in Algeria, voted by the French parliament. The 
methods employed therefore raised very serious moral questions which today, we might 
argue, are still highly important to understand. It also traumatised many people who 
were in Algeria during the war, to such an extent that its memory has been ~epressed by 
its actors. Numerous events during the war were sufficiently dangerous to France that 
they have been occulted by the French state: including torture, massacres, and 
executions. It brought down the Fourth Republic and caused immense division in 
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France and Algeria as different communities emerged: such as conscripts, professional 
soldiers, O.A.S. members, gauIIists,porteurs de valise, harkis, andpieds-noirs. 
These communities are still very evident in French society today. These groups have 
formed associations and communities. We can identifY important associations of 
veterans, pieds-noirs, and harkis. Such groups tend to be very hostile to other groups. 
The war provoked an exodus of pieds-noirs and harkis and contributed to present day 
phenomena in France such as the French National Front, anti-Arab racism, and difficult 
Franco-Algerian international relations; without forgetting the legacy of a civil war 
situation in Algeria. Indeed many commentators link the electorate and the organisation 
of the French National Front to people very clearly involved in the Algerian war. Stora 
in his book Le Transfert d'une memoire speaks of four or five million people in France 
who have "une memoire 11 vif' of the war. We have seen how both teachers (in my 
sample pieds-noirs) and pupils (in my sample pupils of Algerian origin) can be 
concerned by the Algerian war and the way they bring memories to class. Indeed, it is in 
important ways ~ history. This history is linked to identity: the identity of pupils, 
teachers and ultimately the French in general. 
5.2. The Continuing Importance of History Classes 
This thesis has argued that identity is intricately linked to history and memory. It is 
clear that history classes still play an important role in constructing a collective memory 
in France. This can be seen through the numerous statements of participants in and 
commentators on education given throughout this thesis (notably Serge Berstein, 
Dominique Borne, Jean Peyrot, Jean-Pierre Rioux, and Henry Rousso). It is shown 
particularly distinctly in the place of World War Two and Vichy in the programme; in 
the importance attributed to the study of this period and the reactions to its place in the 
programme. These reveal what is at stake in the programme and the way that history 
and memory are still essential components of identity. We can also note the current 
length of time children spend in education and changes in other vectors e.g. a reduction 
in the importance of the state in memorial activity and a decrease in national and family 
memories. All of these factors explain the continuing, or I would argue even renewed, 
importance of what is taught. 
What is taught in schools is perhaps one of the last widely shared cultures in what is 
an increasingly fragmented society. This has been shown in this thesis to be particularly 
important concerning "La Republique". Jean-Pierre Rioux said in the interview 
conducted by this author: "Le probleme de I' enseignement en France comme ailleurs est 
toujours: que dire 11 tout le monde?" Indeed that is to a very large extent what education 
is: the transmission of a shared culture. The stakes in education can also be seen in the 
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way it is at the centre of efforts to favour "civic" behaviour, linked to instruction 
civique and integration in contemporary France. I believe importance is attributed to 
education (and notably history lessons) in the face of perceived assaults on France and 
"French identity" ranging from sub-national regions at one end of the spectrum to 
Europe at the other, without forgetting the constant onslaught of the English language 
and the AmericanJAnglo-Saxon model. Some commentators even talk of "the end of 
history". Fukuyama argues that liberal democracy has triumphed, which shows the clear 
demise of other alternative models of society. This is especially problematic for 
societies that do not follow the Anglo-Saxon model. One can identifY a "post-modern 
condition" linked to phenomena such as the spectacular development of information 
technology, the media, the end of the Cold war, and the triumph of liberal democracy. 
France as much as any other country has entered in a post-modern era. Education is 
increasingly important in such societies (and in French society). As Antoine Prost said 
in L 'Histoire: "La demission de la societe charge I'ecole d'une fonction tres lourde de 
socialisation des eleves" I. And changes in society - reflecting the above-mentioned 
"post-modern condition" - have led to an increase in the importance of memory. 
Nancy Wood in the introduction to her book Vectors o/Memory states: 
Memory is decidedly in fashion. [ ... ] It has also become a subject of intense 
contestation amongst vying social groups and an essential bulwark of the identity 
politics that motivates many of these debates. [ ... ] In contrast to the future-orientated 
gaze of post-war decades, any injunction to 'turn the page' of history, especially 
those pages from which resentments still fulminate, is greeted "<ith suspicion or 
scorn.2 
However one must reflect on the changing place of memory in society i.e. teaching in 
post-modern France. The French Fifth Republic is clearly not the same as the Third 
Republic. The impact of school classes has, I think, been modified by changes in 
society. In general our best source on French post-modern society's relation to the past 
is the work edited by Pierre Nora under the title Les Deux de memoire. Nora describes ~ 
commemoration and concludes that: "En verite, le modele traditionnel a eclate."3 For 
Nora the traditional model of commemoration has been destroyed and replaced by a 
more varied model which is "un systeme eclate, fait de langages commemoratifs 
disparates, qui suppose avec le passe un rapport different, plus electif qu'imperatif, 
ouvert, plastique, vivant, en perpetuelle elaboration"4. French collective memory in 
general is therefore more fragmented than it was previously. This is due to, and can be 
IPROST, A, "La fin des professeurs", L 'His/oire, no. 158, September 1992, p. 79. 
2WOOD, N, Vectors of Memory, Oxford and New York, Berg, 1999, p. 1. 
3NORA, P (ed.l, Les Deux de nl<imoire, volume three Les Frallce, book three De I 'archive a I'embleme, 
Paris, Gallimard, 1992, p. 985. 
4Ibid., p. 983/4. 
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seen in, the proliferation of memories and identities. Hence the title of the third volume 
of Les Lieux de memo ire: Les France (plural). 
This shift took place according to Nora throughout the twentieth century especially 
due to World War One, World War Two and the colonial wars that France tried to win. 
It significantly accelerated after the death of de Gaulle, the end of the Trente glorieuses, 
and the decline of Marxism in the 1970s. Another point I would make is the way during 
this period that France also became an increasingly multi-ethnic country as between 
1950 and 1974 the immigrant population doubled from 1.7 million to 3.4 millionS. 
Furthermore the structure of immigration changed from circulation, where individuals 
came to France to work for short periods of time, to family reunification6. Most 
importantly the children and grand-children born of these families are very present in 
contemporary France, including in schools. These factors have in themselves 
profoundly changed French society. For Nora, this shift means that, unlike in the Third 
Republic schools are no longer central to commemoration: 
Ce n' est plus aI' ecole, instrument central du dispositif traditionnel, sur les places 
publiques, dans le rituel de moins en moins vivant des 11 Novembre, 14 Juillet et 
autres ler Mai que s'affirme I'identite collective et que s'exprime I'esprit de la 
commemoration, mais a la television, dans les musees, au Memorial de Caen et a 
I'Historial de Peronne, dans les milliers d' associations creees a cet effet, dans le 
deluge de representations theatrales et musicales et d'animations folkloriques; avec 
surtout, et partout, les deux piliers inevitables de la commemoration contemporaine 
que sont devenus I' exposition obligatoire et le fatidique colloque.7 
However, that does not mean that what is taught is unimportant. What is taught now 
does not take the form of overt commemoration that it did in the Third Republic, but 
has been shown in this thesis to be a memory of sorts and therefore important. In 
relative terms history classes are an important vector of memory. This is especially true 
of the Algerian war given the weakness, even absence, of other vectors of memory. All 
pupils interviewed stated that the teacher and history classes were a very important 
source of information on the Algerian war. Indeed Nora himself, while showing how 
commemorations no longer follow the traditional model but are rather varied, points to 
the fact that all French national commemoration is now highly political. This means 
that there are stakes in the present linked to what is remembered and "memory battles" 
take place since "[ ... ] plus un seul evenement, depuis la guerre, n'est integrable de plein 
droit a une memo ire nationale unitaire."8 We have seen throughout this thesis the 
5Figures taken from GASTAUT, Y, "Des Trente Glorieuses a la erise des banlieues", L 'Histoire, February 
1999, pp. 48-53. 
60n the structure of Algerian emigration see MACMASTER, N, Colonial Migrants and Racism, London, 
MacMillan, 1997. 
7Ibid., p. 984/5. 
8Ibid., p. 985. 
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importance to memory of the present (and the importance of the present to memory) 
and the way the stakes of the Algerian war in contemporary France hinder its 
remembrance, including in education, thus shaping its memory. As Rioux said in the 
interview in Paris: 
L'ecole republicaine en France ne pense pas qu'il faille privilegier la guerre 
d'Algerie au detriment d'autres evenements pour aussi ne pas prendre le risque, 
parce que 9a I' ecole ne veut pas, d' envenimer les conflits de memo ire qui existent et 
dont on peut prendre compte en c1asse, c' est evident, pour toujours les ramener a des 
elements de connaissance et d'acquisition de connaissance par tous les eleves sur un 
phenomene comme la guerre d' Algerie. (Rioux 2000) 
Nora also points to the way commemoration has become less national and more local. I 
would argue that rather than weakening the role of schools in the transmission of 
memories, this has made them one of the, if not the, last area(s) of transmission of II 
collective knowledge. Nonetheless this commentator agrees that memory is now more 
local and feels that this merits more stud.Yin~the future concerning the Algerian war. 
Indeed one of the aims of this project, by focusing on a case study of Lyons, was to put 
the emphasis on the local level. In addition to analysing teacher and pupil 
interview-findings gathered in fieldwork in secondary schools in Lyons, we have seen in 
part the way veterans' associations function in that city. Nora also shows that since 
commemoration is more local it is in the hands of various associations and groups, and 
his findings therefore strengthen the pluralist model of collective memory in which 
groups compete. We have seen in this thesis the way individuals and groups can 
influence the wider me~ory of the Algerian war through the history they write; the role 
they play in the elaboration of textbooks or programmes; the choices they make as 
teachers; the testimony they give in or around class; their interest as pupils and so on. 
We should also note that in this pluralist model there is an immense amount of 
competition concemingjust what to remember. In addition, Nora shows how ultimately 
memory is still "used" despite changes in the nation and in commemoration, and is still 
essential to identity: 
Il Y avait donc autrefois une histoire nationale et des memoires particulieres; il y a 
aujourd'hui une memoire nationale, mais dont I'unite est faite d'une revendication 
patrimoniale divisee, en permanence demultiplication et recherche de cohesion. 
D' un cote, cet album de famille decouvert depuis trente ans avec attendrissement et 
pieusement enrichi de toutes les trouvailles de grenier, immense repertoire de dates, 
d'images, de textes, de figures, d'intrigues, de mots et meme de valeurs [ ... ] De 
I'autre, des groupes pour qui la 'memoire', c'est-a-dire, en fait, repetons-Ie, la 
recuperation de leur histoire, joue des rOles tres differents, mais toujours constitutifs 
157 
de leur identite, c'esHI-dire de leur existence. [ ... ] Les usages sociaux de la memoire 
sont aussi divers et varies que les logiques identitaires.9 
What is more, this "memory" is in fact history. In all instances a reading of Nor a shows 
that memory and history are still important in contemporary France. He developed this 
idea in his conclusion as follows: 
Ce que I'on appelle aujourd'hui communement memoire, au sens ou I'on parle d'une 
memoire ouvriere, occitane, feminine, est au contraire I' avenement a une conscience 
historique d'une tradition defunte, la recuperation reconstitutrice d'un phenomene 
dont nous sommes separes, et qui interesse le plus directement ceux qui s' en sentent 
les descendants et les Mritiers; une tradition que l'histoire officielle n'avait 
nullement eprouve le besoin de prendre en compte parce que le groupe national 
s'etait le plus souvent construit sur son etouffement, sur son silence, ou parce qU'elle 
n'avait pas affleure comme telle a l'histoire. Mais une tradition que ces groupes 
desormais en voie d'integration a I'histoire nationale eprouvent, eux, le besoin 
urgent de reconstituer avec les moyens du bord, des plus sauvages aux plus 
scientifiques, parce qu'elle est constitutive de leur identite. Cette memoire est en fait 
leur histoire. lO 
5.3. The Teaching of the Algerian War 
History is still important, hence the importance of what history is taught. In practice, 
terminale history lessons ultimately transmit a lot of information especially concerning 
World War Two and giving an overall view of post-1939 history. However history 
classes on the Algerian war are also "important" in so far as not much is taught on the 
subject. We have seen that there is a significant difference in the way World War 
TwoNichy and the Algerian war are examined in class. This reflects to a very large 
extent the importance attributed to this subject by different groups (such as 
intellectuals, veterans, teachers) for the values that it can transmit. The Algerian war is 
not the same in terms of its history, its memory, or the way it is taught. The Algerian 
conflict was highly divisive (and still can be due to the age of people who participated 
in the war); was "une guerre sans nom" (until 1999); does not have easily identifiable 
dates (epitomised in the battle over whether or not to commemorate the war on March 
19); and was "une sale guerre". Jean-Pierre Rioux in his contribution to the book La 
Guerre d'Algerie et les Fram;ais highlighted the barriers to a memory of the Algerian 
war, by making reference to the weakness of "cadres de memo ire" for this conflict, 
some of which now no longer applyll. Its memory has been shown by scholars to have 
9Ibid., p. 1010. 
10Ibid., p. 997. 
IISee RIOux, J-P, "La f1amme et les Mchers", in RIOux, J-P (ed.), La Guerre d'Algerie et les 
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been occulted and repressed. Rather than being central to the programme, it is 
marginalised in the history terminate programme. 
On the Algerian war, history classes are a relatively important vector of memory for ~ 
young people, due to the weakness, even absence of other vectors. This situation can be 
contrasted with that of World War Two but itlso with that of World War One. At a 
conference organised by the University of Stirling French Department in March 2000, 
Jean-Sebastian Seriot (from the French Institute in Edinburgh) gave a paper in which he 
discussed his personal experience of the transmission of memories on the First World 
War during his formative years in France. He divided this transmission into three 
circles: the family (various members of his family), the village, and the school. For this 
commentator, the important point to note was the high number and variety of vectors of 
information and the way they complemented each other. Important transmission took 
place. As Nora and other commentators have pointed out, there is a significant 
difference between memories of Word War One and other conflicts, as later conflicts 
have been very divisive. French society has changed significantly, for example, in terms 
of the family and the village since Seriot was a child. Indeed given the fact that he was a 
child in the 1960s, not only ~ he was a child but also during the period when he was 
a child that coincided with the end ofthe Algerian war. 
Concerning the Algerian war, some would argue that the subject is not occulted. This 
thesis has shown that it is true to say that this subject is marginalized. Rioux in the 
interview in Paris said that there is no "volontarisme de memo ire" concerning the 
Algerian war in the history terminate programme but there is no "volonte d' occultation" 
either. He said that it is "peu enseigne en termes de volume" but that what is said is 
correct: "On dit peu mais ce que l'on dit est interessant et surtout assez sUr, il n'y a pas 
d'enseignement partial de la guerre d' Algerie". He spoke of "le minimum vital en 
connaissance" although he accepted that this is not necessarily enough. While generally 
I can accept these comments, one can argue that it is through the small study that the 
Algerian war becomes partial. Although what is said on de Gaulle may be true and fair, 
if one chooses to talk only about that to the detriment of other subjects, the whole study 
in a way becomes partial in the sense of being not only incomplete but also biased (e.g. 
a Franco-French bias, or avoiding the shameful aspects of the war). On the one hand, 
this is inevitable (as all programmes are limited and therefore incomplete) but, on the 
other hand, we have certainly seen in this thesis the way such choices are determined by 
the present and by the wider memory of the Algerian war and are in no way fortuitous. 
A more detailed study of the way Vichy is currently taught than that which this thesis 
has been able to undertake would probably show the same thing. However this 
marginalization is ultimately rather similar to "occultation" since in the Larousse 
Frall,ais, Paris, Fayard, 1990, pp. 497-508. 
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French dictionary "occulter" is defined as "passer sous silence, dissimuler". In absolute 
terms not much is transmitted on the Algerian war through terminale history classes. 
Despite the above definition, I can accept that the Algerian war is not occulted - the 
word is perhaps too strong since I do not believe we can talk in the same terms 
concerning history classes as we can of, for example, the occultation that took place 
around the events of October 17, 1961 - rather what is transmitted through the 
programme, examination questions, textbooks and teachers concerning the Algerian 
war (and can be seen through talking to pupils) has been shown to amount to the 
marginalization of this aspect of French history. It is a small, incomplete, divided, 
highly selective study of the Algerian war which does not go into detail. To understand 
how the Algerian war is marginalized we need to take note of its place in wider chapters 
in the programme. The French Fourth and Fifth Republics (in a study of "La France 
depuis 1945") and Decolonisation (in a study of "Le Monde de 1945 a nos jours") are 
chapters in the programme and are what is taught. Somewhere within these chapters is 
the Algerian war, which means that the war is studied, but only partially as it is there 
merely to explain wider phenomena. This was shown in particular in both teacher and 
pupil comments. 
In reality elements of the Algerian war are given to explain the fall of the Fourth 
Republic and de Gaulle's presidency. This has been seen through talking to teachers 
and in their lesson plans. Also "Decolonisation" is a vast subject and the Algerian war 
occupies a very small place in it as an example of a violent decolonisation. The 
positioning of the Algerian war can be seen in examination questions, too, which are 
important because the aim of teachers and textbook editors is to a large extent to 
prepare pupils for the baccalaureat. This was reflected in pupil knowledge. Questions 
set at the baccalaureat are generally on Decolonisation or the French Fourth and Fifth 
Republics in mainland France. We saw that very few questions have ever been set in 
mainland France in June sessions in which the Algerian war was central to the question. 
Such questions are very rare and now seem to always take the form of a textual 
commentary of a de Gaul\e source. 
The study of the Algerian war has been shown in this thesis not to be a detailed one. 
Pupils in interviews were very weak on "detail" questions and better on "general" 
questions. What I mean by "detail" questions were those in my interviews that were on 
precise elements of the Algerian war such as the arrest of Ben Bella; the events of 17 
October, 1961, or the metro Charonne; the "porteurs de valise"; the "semaine des 
barricades" and so on. The emphasis in class is often put on the different "stages" of the 
war: "origines", "declenchement", "enlisement", "mai 58 et le retour de de Gaulle" and 
"reglement du conflit". In this way the details of the war are not studied, but the pupil 
should understand the development of the war. We discussed the example of a teacher 
who talked me through a chronology taken from Le Monde and who said that there were 
a lot of elements of the Algerian war that were often dropped. In the chronology he gave 
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me, elements of the war not studied in class but in the chronology included many of the 
most painful and divisive events in the Algerian war. 
Also we have usefully been able to reflect qualitatively on things which affect the 
impact of classes (sometimes of ail subjects, sometimes specifically the Algerian war). 
We noted the extent of teachers' "mentioning" points rather than giving detail and 
explanation. They also unanimously insisted on the lack of time and how the study of 
the Algerian war was a very quick, short one. This meant that ail teachers interviewed 
used a "Cours Magistral" lesson technique and tended to lecture to pupils. The lessons 
therefore involved above all note-taking. This allows us to state that much of what is 
taught is "imposed" by the programme. Another qualitative finding was the way films 
are not shown in class on the Algerian war but may be shown on World War Two. 
Furthermore, actors of the Second World War come into class to give testimonies in 
significant number. This shows the way memory is used "exceptionally" to teach 
history on this subject. The way the Second World War is taught can be described as an 
"exception" in so far as it stands on its own in the programme, occupies nearly a quarter 
of the programme, and is taught through reference to film and participants' testimony. 
Quantitatively however only two out of eighteen teachers I interviewed had ever 
invited actors of the Algerian war, and one of the two did not speak exclusively about 
the Algerian war. None had done so recently. Only one pupil had been in a class to 
which a veteran of the Algerian war had been invited. This was not in terminale but in 
troisieme (the equivalent in France of G.C.S.E. fourth or fifth year). All but two of the 
twelve pupils interviewed had however at some point (usually premiere but sometimes 
troisieme) heard a testimony on World War Two, on the Resistance or deportation. In 
addition, we have seen that the impact of a class and of a testimony is very different. 
The Algerian war is not an "exception" in the programme - Republican values would 
seem to forbid this according to Rioux - and is not therefore discussed in any detail. 
There is no "volontarisme de memoire" concerning the Algerian war. We have seen 
throughout this thesis various reasons for this situation, which will be recalled below, 
one of which is effectively the way Republican values do not allow the Algerian war to 
be privileged, but other reasons have also been advanced. 
We were also able to note a significant difference between inf~ation obtained in 
class and that which comes from the family. This was shown concerning torture which 
is one aspect of the Algerian war that is not studied in detail in class. However, three 
pupils interviewed (of Algerian origin) had obtained significant information from their 
family on torture. An example of one pupil was given who spoke about the Algerian 
war with the mother's side of her family, especially in Algeria. She was able to give a 
very detailed description of treatment at the hands of the French during 
"regroupement". She also knew about torture and other atrocities. Members of her 
family had been tortured. She said these were subjects that it was not easy to talk about. 
We can note the way this took place in Algeria rather than in France (such memories 
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being honoured in that country rather than occulted and repressed as in France) and, 
while painful to evoke, were "convenient" in so far as they denigrated the French. A 
fascinating point to note here is the way memory is always "used" one way or another. 
There was a stark difference between her answer given to the question on torture in the 
interview and her answers to other questions. On this question she provided a 
significant amount of relevant information to support her answer and talked for a long 
time. For two other pupils there was also a similar sharp evident difference in the 
quality of information received from the family and from the class. 
These findings show clearly the way memories of the Algerian war are still present 
in the classroom, which is something Rioux referred to in the interview. We also saw 
how they can be highly divisive in so far as these pupils referred to harkis as traitors. 
Pupil 2, who is of Algerian origin, speaking of harkis said: 'Ten ai entendu parler" and 
used the word "collaborateurs". This information would not have come from class. In 
her family she had described the division between her mother's and father's sides 
relating to actions in the Algerian war. This division was between France and Algeria as 
her father's family were in France whereas her mother's family were in Algeria. 
Another group also spoke of harkis. Pupil 9 said: "c'est ceux qui ont trahi l' Algerie" 
and Pupil 8 used the word "traitres". Pupil 11 spoke in the interview of her 
grand-father's "hantisse de I'Etat fran~ais". Also Rioux has argued that this is a 
problem of generation: 
Le travail de deuil sera acheve quand la dispersion des memoires sera moins forte. Et 
cela se fera avec le temps, a mesure que les generations qui ont vecu cette guerre 
disparaitront. Aujourd'hui, iI est trop tot. 12 
One pupil also gave details of an argument she (the daughter of an F.L.N. member) had 
had with the son of a pied-noir. Lastly we noted the importance of the make-up of the 
sample - the way in which beurs came forward and seem to be more interested in 
talking about (and learning about) the Algerian war than other groups not as concerned 
by the conflict. 
In attempting to explain the place of the Algerian war in terminate different theories 
of collective memory have been referred to, one of which sees collective memory as a 
form of cohesion as is shown in much theoretical work: Maurice Halbwachs, Emile 
Durkheim, Ernest Renan. Often they show forgetting to be necessary. Collective 
memory can also be seen to be the result of different groups competing in a pluralist 
model. Rather than only talking in "psychological" terms of repression, the reasons for 
this place have been shown to be varied and multiform. Notably we must not neglect 
12RIOux, J-P, "Trous de memoire", interview conducted by Irene Berelowitch, published in Teierama 
hors serie entitled "L' Algerie. La Culture facea la terreur" in 1995, p. 91. 
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views of memory as a necessary glue for society and pluralism. This thesis has tried to 
reflect on factors that can explain this particular position. 
These reasons concern, amongst other things, the present and identity. The present is 
important since the Algerian war was a highly divisive conflict that ended less than 
forty years ago. Benjamin Stora published a book entitled Le Transfert d'une memoire 
in 1999 in which he spoke of four or five million French people who have "une 
memoire a vir' of the war. Work on the memory of the Algerian war often insists on the 
continuing existence of "group and individual memories" rather than a "collective or 
national memory". This is still the case. The historian Jean-Pierre Rioux was quoted 
above as saying that once the distance between different groups has diminished the 
"work of grieving" will be complete, but that this will take time and will essentially 
entail the generation that fought the Algerian war dying off, which could take decades. 
This thesis supports these arguments in so far as we have seen how divisive memories 
in the present hinder a more detailed study of the Algerian war. 
It has argued that history classes play a role in creating or maintaining present unity 
and cohesion as has been shown through reference to numerous comments by 
participants in and commentators on education. In this way collective memory can be 
seen to be necessary to unity in society. Several comments in particular from the 
President of the "Association de Professeurs d'Histoire et de Geographie" (A.P.H.G.) 
were discussed. In his comments he described the teaching of history as the creation out 
of individual and group memories of "une memoire commune." 13 In other comments he 
referred to history and geography as "instruments de cohesion sociale"14. Reference 
was also made to comments by the authors of the history programme and to the four 
broad aims of the history programme, one of which is an "objectif civique". I feel these 
aims make detailed teaching of the Algerian war difficult. We can say that the 
continuing existence of divisive memories hinders a significant study of the Algerian 
war since such a study would not create cohesion. 
Examples of the way the Algerian war and its memory are still divisive in the present 
abound. Below the reactions of pieds-noirs to the June 2000 visit of the Algerian 
president, Abdelaziz Bouteflika, will be mentioned. These will be seen to be a source of 
conflict in so far as the opinions expressed are particular to the pied-noir group and are 
critical of other groups e.g. porteurs de valise (French people in metropolitan France 
who helped the F.L.N.). Bouteflika himself met some porteurs de valise in Paris during 
his visit, but refused to meet harkis. Another example of the division that the events in 
Algeria during the war still cause in the present is given in a series of testimony 
published in Le Monde in June 2000. On June 20, 2000, Le Monde published the 
testimony on torture of an Algerian woman, Louisette Ighilahriz. On June 22 the same 
13pEYROT, J, "Aux chocs de la vie", Historiens et Geographes, no. 328, July-August 1990, p. 10. 
14pEYROT, J, "A quoi sert I'enseignement de I'histoire et de la geographie?", Historiens et Geographes, 
no. 297, December 1983, p. 286. 
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paper published the conflicting viewpoints of General J acques Massu and General 
Marcel Bigeard, in reaction to this testimony15. In Ighilahriz's testimony, she explicitly 
mentioned the role of Massu and Bigeard in her torture by saying they were present, 
insulted her and gave orders. Massu commanded the 10th division of French 
paratroopers during the crucial battle of Algiers. At that time Bigeard was a colonel. 
Broadly speaking Massu defended Ighilahriz's testimony whereas Bigeard denied all. 
In these testimonies, we can note the way Massu supported Ighilahriz's testimony, in 
so far as he said it was easily believable because such torture "faisait partie d'une 
certaine ambiance a Alger" and "elle etait un cas au milieu de beaucoup d'autres", but 
denied all personal involvement. He also said that civil authorities in Algiers knew 
about the use of torture and endorsed it. In addition to torture, the rape and execution of 
suspects was mentioned in the testimony. He also mentioned the way many in the army 
knew about torture. Although Massu acknowledges these events in Algeria, and 
expressed regret and remorse, Bigeard denied all and said "ce papier est malvenu" and 
"vous allez encore troubler les cartes avec Massu". This would seem to mean that he 
would far rather this subject was not discussed. He defended his character and his 
actions during the Algerian war. He finished his comments by saying that people should 
remember that "le vieux, a quatre-vingt-quatre ans, il est battant, et qu'i1 sait mordre 
encore." My reading of this comment is that it is a threat. Clearly this is a subject where 
the stakes are still high. Although amnesties were passed by the French government, a 
lot of people alive in France today have "Ies mains sales" and would still not like this to 
be known. Some acknowledge that torture was used, others deny it. Some justify the use 
of torture while others continue to denounce it. In all cases it is a divisive subject. 
It has been argued that one particularly important facet of the link between memory 
and the nation is integration linked to ethnic minorities. This is connected to ideas of 
the nation described by Emest Renan and to views of collective memory as necessary 
for unity in society. It can be argued that forgetting is necessary to the present. The 
extreme division that led to much bloodshed during the Algerian war was very negative 
and some argue this needs to be forgotten. Rioux in the interview in Paris touched on 
these issues when talking about the way the Algerian war is taught since he said it 
would not be prudent in history classes to aggravate these memories that still exist in 
the classroom. The "Teacher Link" chapter showed how pieds-noirs were teaching 
more about the Algerian war than others, and the way teachers could do more in class 
than was strictly necessary to respect the programme if they chose to do so. Various 
factors that could motivate them to do so were discussed. The "Pupil Link" chapter 
demonstrated that pupils' families are often affected by the Algerian war, especially if 
15BEAUGE, F, "Le general Massu exprime ses regrets pour la torture en Algerie", Le Monde, June 22, 
2000, p. 6. 
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they are from Algeria, which colours the family transmission of memory in important 
ways. 
Ernest Renan said that the essence of a nation is that its members have forgotten a lot 
of things. Concerning integration, Michel Winock in the review t'Histoire in an issue 
on immigration argued that second and third generation descendants of immigrants 
received "French memories". Making direct reference to the ideas of Renan he said: "La 
question (de la possession en commun d'un riche legs de souvenirs), il est vrai, 
s'effa~ait avec la deuxieme et la troisieme generations : les enfants issus de 
I'immigration, nes en France n'ont que des souvenirs fran~ais"16. This takes place to a 
. large extent in schools including in history classes and on the subject of the Algerian 
war. One fascinating example of this process and such issues can be found in an 
interview published in the French review Hommes et Migrations. In it, the 
eighteen-year-old son of a man thrown into the Seine in Paris on October 17, 1961 , (and 
who was a witness at the recent trial in which Maurice Papon brought proceedings 
against the journalist Jean-Luc Einaudi for slander) spoke of how he had learned of 
these events. This was not at school, but more through his father. Throughout the 
interview, when talking of the French and the Algerian war, despite being born in 
France, he switched between various pronouns: "on" (we), "ils" (they) and "eux" 
(them). The person who conducted the interview identified what she called his "difficile 
identification" with France. She said: 
Cette difficile identification se revele dans le vocabulaire utilise par Slim. Quand il 
dit "On a eu les Juifs en 1945", il s'assimile a la France. "Mais quand meme, en 
1961, i1s ont ete capable de recommencer": its designe la France quand il s' en 
distancie et se dit Algerien. Cette double identite se manifeste a un autre moment de 
l' entretien: "En France, on a denonce les Allemands, mais ils ne denoncent pas ce 
que, eux, ils ont fait avec les Algeriens. 17 
Here memory can clearly be seen to be linked to concerns in the present and to identity. 
In this example, it is repression and denial in wider society that have led to what the 
interviewer called the interviewee's "difficile identification" with France and the 
French. While on the one hand some argue that the Algerian war must be forgotten to 
avoid aggravating memories, others argue that this forgetting is very negative, 
particularly for children of Algerian origin. For example Claude Liauzu has argued in 
this way that: 
Pour ce qui concerne I' Algerie, un tiers de siecle apres, I'amnesie officieIle reste 
lourde de consequences. EIle laisse le champ libre aux memoires opposees, eIle a 
16wINocK, M, "L'integration fonctionne-t-elle encore?", L 'Histoire, February 1999, p. 59. 
17MARCHAUT, C, "Cela me fait mal au creur qu'on oublie ~a", interview, Hommes et Migrations, no. 
1219, May-June 1999, p. 62. 
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couvert des violations graves des valeurs republicaines dans une societe franl(aise qui 
s' est dechargee du fardeau algerien. Elle laisse dans un desarroi identitaire les j eunes 
issus de I'immigration, les interdit d'histoire, leur interdit I'histoire nationale. Cela 
ne peut que favoriser les tensions ethniques. 18 
This is a very clear example of the way repression of memory can be argued to be bad 
for French society. We can note here that even if, in the programme and examination 
questions, the Algerian war is somewhat marginalized precisely to avoid aggravating 
divisive memories in the classroom, such memories of the Algerian war ru:e. present in 
the classroom in the present and. can be seen to determine what is taught. This is 
important as regards pluralist views of collective memory, still linked to the present and 
to identity, in which individuals and groups influence wider memory. In terms of 
individuals and groups this concerns both teachers and pupils. Teachers have a certain 
amount of room for manoeuvre in the way they interpret the programme and what they 
do exactly in class. While in general they tend to do very similar things, some 
fascinating differences have been noted. This can be the choice to do more or less on 
the Algerian war. 
Those teachers who did more in my sample tended to be of pied-noir origin but in a 
larger sample might be shown to have broader scientific, personal or sociological 
motivations; while when less was done in class it tended to be in classes with no 
Maghrebian children. Here in this last example we can see the importance of pupils in 
this process in terms of their contribution (including memories) and their demand for 
the subject. One teacher in particular said that questions from pupils could lead her to 
develop the points she was making and therefore do more on the Algerian war in class. 
Indeed, of the twelve pupils interviewed for this project seven were of Algerian origin. 
They voluntarily came forward for an interview suggesting more interest in the subject 
in this group than in other groups who could also have come forward. We saw how one 
teacher in a school in which there are few such children said that the pupils listened but 
were not very interested since their families were not involved in the Algerian war 
which for them was now "ancient history". 
Another explanation of the place of the Algerian war in terminale lies in society as 
teachers and pupils are not the only ones to influence what is taught. In an interview I 
. conducted with the historian Serge Berstein (co-chairman of the group that designed the 
current programme and long-time director of the textbook published by Hatier) in Paris 
in February 2000, he spoke of the importance of not shocking society in the programme 
and in textbooks. This was not the role of a textbook. For him, what can be done in 
class on anyone event changed over time and depended on what society already knew 
about the period in question. This I have argued introduces the idea of the relationship 
18LIAUZU, C, "Le 17 octobre 1961 : guerres de memoires, archives reservees, et questions d'histoire", 
Cahiersd'histoire immediate, no. 15, spring 1999, p. 24. 
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between what is taught and the position of other vectors as it is they that inform society. 
We can also note the impact of different pressure groups. 
Both points show differences in terms of the way the Algerian war and Vichy are 
taught. Vichy occupies a large place in textbooks. Its study is one of important themes 
such as collaboration. Examination questions are set on the subject. Many of the pupils 
I interviewed had been to a testimony on this war and seen films (including in class). 
This difference in the way the wars are taught is to some extent due to the difference in 
the vectors of the two wars. Vectors of memory of the Algerian war I would argue are 
very weak - in relative terms I think the teaching of the war is an important vector of 
memory due to the weakness, even absence of other vectors - whereas vectors of 
memory of the Second World War are much stronger. I think this has allowed the study 
of Vichy to develop over the years. The study of the Algerian war in terminale has not 
developed however as one might expect despite the passage of time (indeed less is now 
taught on this war now than previously) and it is overshadowed by that of Vichy. 
Lastly, the place of the Algerian war can be explained by the nature of the overall 
programme which has considerably changed over the years. The initial programme 
entered in use in 1983/4, was changed in 1989 and then again in 1998. In fact, we can 
say that less and less has been being taught on the Algerian conflict since the 
programme was changed in 1998. Teachers talked of spending much less time on it in 
the new programme than before. This has meant dropping events as teachers no longer 
have time to go into sufficient detail to explain things. What has been dropped due to 
the change in programme can also be seen in textbook content in the significant 
difference between pre- and post-1998 editions on the war in Algeria. Although the 
subjects studied and time periods have not significantly changed in the programmes 
there is more insistence on longer periods and global phenomena to the detriment of 
short periods in detail. The result is the war is now an event in other wider movements 
rather than a war studied in itself for its events. The aim now is to teach "global history" 
and to avoid "histoire evenementielle" in order to teach the significance of events. This 
can be seen very clearly in all sources. This has changed the way the Algerian war is 
taught. 
5.4. The French Collective Memory of the Algerian War 
The facts that in absolute terms not much is transmitted on the Algerian war in 
terminale history classes in France, and that in relative terms this is an important vector 
of memory, mean that memories ofthe Algerian conflict are not really transmitted. This 
has important consequences for the wider collective memory of the war, notably across 
the change in generation. We can argue that the main changes in the collective memory 
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of the Algerian war have come about due to the change in generation i.e. through the 
transmission of memory that this thesis has examined. The change in memory has 
occurred over the change in generation, but this is achieved through marginalizing and 
avoiding the subject rather than confronting it. This shows that the subject is still 
potentially divisive, principally amongst its actors since if this was not so perhaps it 
would not be marginalized. 
Teachers said that for pupils the Algerian war was "ancient history". This can be 
linked to the work of Kristen Ross who argued in her book Fast Cars, Clean Bodies: 
Decolonization and the Reordering of French Culture that there is a tendency in France 
to keep the two stories of modernisation and decolonisation separate. This narrative 
involves what is effectively a denial of the colonial period since it portrays this period 
as "archaic" and "exterior", when in fact this epoch and its dramatic end involved many 
people now living in France and are therefore a very important part of contemporary 
French identity. The way the Algerian war is taught is an example of and reflects such a 
narrative. This is part of a wider account in which the whole colonial period is ignored 
in French society. Such a point was mentioned in an article in Liberation in June 2000. 
The historian Pascal Blanchard was defending the "Musee des Arts africains et 
oceaniens" as a possible lieu de memo ire to "rafralchir la memoire d'une France 
oublieuse de son passe de puissance colonisatrice." He said: 
[ ... ] a la difference des pages sombres de la collaboration et de l'Etat fran~ais 
vichyssois, la Republique n'assume toujours pas son histoire coloniale. [ ... ] Le 
blocage aujourd'hui est au niveau de l'Etat (et de la Republique) [ .. .]. Il est temps de 
proposer dans le seullieu symbolique de la Republique bientot disponible, le Maao, 
un veritable lieu de savoir sur ce passe, premiere etape indispensable pour casser la 
machine infernale de la non-'existence' de fait de ces 'populations' au sein de la 
RepubJique. [ ... ] c'est par une prise de conscience globale (et pas seulement 
mediatique) fondee sur la memoire et la connaissance de notre passe commun que 
les mentalites changeront... 19 
This "keeping the two stories separate" and marginalization of the history of the 
Algerian war has perhaps played a large role in "defusing" previous violent memories in 
France since they are not aggravated, are ignored and not transmitted through this 
vector. This would very much seem to be the position of the "education nationale". This 
lessening of tensions, in my opinion, has not been achieved through the work of 
grieving i.e. through dialogue. It has been achieved through the lack of information 
from different vectors. This is because the main source of information for young people 
on the Algerian war - given the weakness or absence of other vectors - consists of 
terminale history classes, which provide a very partial study of the conflict. Ultimately 
this still allows us to talk of occultation and repression. One teacher, Teacher 4, said: 
19BLANCHARD, P, "Un musee pour la France co1oniale", Liberation, June 17-18, 2000, p. 5. 
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Si c'est vraiment le cours il n'y a pas tellement de reactions ... une meconnaissance 
qui amene a peu de reactions, peu de reactions, tres peu de reactions. (Teacher 4) 
( 
However Stora would perhaps argue that repression crosses generations and perpetuates 
such feelings. He mJsht argue that it is precisely the fact that colonial memories have 
not been addressed that is at work in contemporary France contributing to the existence 
of southern bastions of the French National Front. Liauzu is another French historian 
who would probably criticise this policy since he has denounced, in particular, 
difficulties in obtaining access to archives, which is hindering the writing of the history 
of the war, which in turn favours the continuation of "des guerres de memoires 
actuelles,,20. In terminate the Algerian war is marginalized and we can identify a lack of 
'will' to seriously study the Algerian war especially in the state-prescribed link leaving 
room in the classroom for a complex, yet fascinating, process and interplay of private 
memories. In reality young people do not receive much information in history classes 
on the Algerian war and for them therefore it is not as divisive a subject as it was for 
(perhaps) their teachers or elders in their families. Beyond actors in the war it is a little 
known period and one that is underestimated in its importance and rarely referred to in 
private or public life in France. 
The stakes of the (memory of the) Algerian war are still high. One can also state that 
there has been little "change" in the memory of the Algerian war in so far as there is 
still no national memory of this colonial war. Actual memories of actors have evolved 
little, although recent developments suggest changes, and logically (following the 
model of other conflicts) actors will gradually open up about the war. This was the case 
with World War Two. In general as people age, especially towards the end of their 
lives, they consent more to remembering painful pasts since if they say nothing and die 
that past will be lost forever. Memory is something that is in constant evolution so 
recent changes were to be expected and the future should see many more. Another key 
period in the evolution of the French collective memory of the Algerian war may be 
around 2002 which will be the fortieth anniversary of the end of the war. We must not 
forget that the opening up of French society came at the time of the thirtieth anniversary 
ofthe end of the Algerian war. 
In the Introduction to this thesis new developments at the end of the 1990s were 
described. All contribute to the formation of a national memory. Progress is being made 
on the memory of the Algerian war in so far as the subject is becoming less taboo. This 
can be seen in changes in street names, stamps (paying homage to pieds-noirs and the 
contingent), monuments, official developments (notably naming the war and a French 
judge in court admitting a massacre in Paris on October 17, 1961), historiography, 
20LIAUZU, C, "Le 17 octobre 1961 : guerres de memoires, archives reservees, et questions d'histoire", 
Cahiers d'hisloire immlidiate, no. 15, spring 1999, p. 24. 
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singers (including Enrico Macias's attempts to give a concert in Algeria) and films 
(including the April 2000 release of La-bas, mon pays directed by Alexandre Arcady). 
Many of these however concern groups; groups which as of yet are not significantly 
communicating. The memory of the Algerian war is still limited to competing groups. 
We can still talk of memories (plural). Developments have taken place in terms of 
recognition of groups/actors rather than transmission, yet... These conditions are 
perhaps a sine qua non for transmission and debate outside of groups. More progress is 
needed within these groups before discussion between groups takes place and then 
transmission of memories occurs. 
These issues are very well illustrated in the June 2000 visit of the Algerian head of 
State, President Bouteflika, to France. On the one hand this constitutes another 
development in the French collective memory of the Algerian war. We can talk of 
progress in so far as this was only the second visit of an Algerian President since 
Algerian independence in 1962, the last being in 1983. Between 1983 and 2000 we can 
identifY very difficult international relations between the two countries, and a civil war 
situation in Algeria. The Algerian President was generally very warmly welcomed. He 
gave a speech in French in the French Parliament. He referred to the Algerian war 
during his visit and his trip led to significant media coverage, including reference to the 
Algerian conflict. On the other hand, his visit brought to light division. While the 
Algerian president spoke of pieds-noirs being able to return to Algeria, this was not to 
be the case for ex-O.A.S. members or harkis. Furthermore, some pieds-noirs did not 
appreciate the visit of the President. The French daily newspaper Liberation published 
some reactions from pieds-noirs. In these what is particularly striking is the way the 
interviewees very much perceive themselves as victims, are bitter and express rather 
extreme views. For example, A1ain Timsit, president of the association that organised 
the "Rassemblement 2000 des Franyais d'Afrique du Nord et d'outre-mer", said that 
reconciliation was possible only after certain elementary conditions were applied: 
I1 ne s'agit pas de se reconcilier a la va-vite, de la meme maniere qu'on a quitte ce 
pays qui etait le notre. II faut tout d'abord que soient appliques les accords d'Evian, 
qui ne I'ontjamais ete. II faut la reconnaissance de l'reuvre civilisatrice franyaise en 
Algerie: ce qui y reste, c'est nous qui l'avons fait, pas les porteurs de valises et les 
donneurs de leyons. De ce cote, nous avons ete diabolises trop longtemps, la France 
doit faire amende honorable. Ensuite, iI faut la libre circulation des Franyais 
musulmans [les harkis] et de leurs enfants en Algerie.21 
In this quotation we can note the way the comments are critical of France and Algeria, 
and have a distinctly bitter note to them. The interviewee finished by saying: "Quant a 
moi, je ne peux meme pas prononcer le nom de ce President [Bouteflika], parce qu'il se 
21HENRI, M, "Pour guerir, chacun doit reconnaitre ses torts", Liberation, June 14, 2000, p. 5. 
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rapporte a des actes terroristes [pendant la guerre d' Algerie]."22 Here he is making 
reference to the fact that Bouteflika was in the F.L.N. and fought against the French 
during the Algerian war. This comment is again very critical, bitter and angry. The 
comments of the other people quoted in the article were similar. Michele Soler, 
president of the "Maison des rapatries" in Nice, said that the wound of the Algerian war 
was still open. She said pieds-noirs were still grieving. Her father had been killed in 
Setif in 1961. She spoke of pieds-noirs being the victims of a "genocide" and concluded 
by saying: "Faut quand meme voir qu'on les a sortis des barbares". Clearly the Algerian 
war is still divisive in the present. Also, some French Members of Parliament boycotted 
the Algerian president's speech. Part of the reason for this was directly linked to the 
memory of the Algerian war. As Bouteflika himself concluded, during a speech given to 
pay homage to Algerian soldiers who fought in the French army and died during the 
First World War: 
"Le sang fut verse des deux cotes, meme si ce fut de maniere inegale", rappelle-t-il. 
"Mais une mort est toujours une mort et il faudra bien qu'un jour nous arrivions, 
entre Fran9ais et Algeriens, a saluer ensemble ( ... ) les morts causees de part et 
d'autre." Mais devait conclure M. Bouteflika, "cela est difficile car le souvenir est 
encore bn1lant".23 
Concerning the naming of the war, discussed in the Introduction to this thesis, the 
recognition itself represents a step away from occultation by the state and a victory for 
veterans and actors in the war. At present its impact on the French collective memory of 
the Algerian war is however mainly limited to these groups since there is not much 
wider discussion by the whole of French society on the Algerian war and greater 
knowledge of this period of French history. The German scholar J Urgen Habermas 
"invokes public memory as 'a prerequisite for any process of mourning and working 
through collective traumas",24. In France however discussion of the Algerian war is 
largely absent in "the public sphere". It might always remain so as Nora's comments on 
changes in French society show. Such developments however constitute the slow 
construction of a national memory of the Algerian war and will in turn lead to other 
developments. 
Other public spheres include the media, literature and cinema. In time these areas 
may introduce more public questioning of this period of French history. An example of 
this was the series of articles published in Le Monde in June 2000 on torture and 
commented on above. The reasons for this choice of subject were explained in an 
editorial in the paper in which the editorialist spoke of a "travail de rnemoire", 
22Ibid., p. 5. 
23TUQUOI, J-P, "A Verdun, l'hommage d'un president aux Aigeriens morts pour la France", Le MOllde, 
18-19 June, 2000, p. 4. 
24WOOD, N, Vectors o/memory, Oxford and New York, Berg, 1999, p. 40. 
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somewhat reminding us of Freud's "work of grieving". The editorialist said that we 
know that torture was used in Algeria. Historians have shown this. Despite this 
knowledge, the paper judged the publication of these testimonies highly important 
SInce: 
[ ... ] pourtant, c'est au travers de recits comme celui de Mme Ighilaghiz que se fait et 
se refait l'indispensable "travail de memoire", pour reprendre l'expression du 
philosophe Paul Ricreur, l'inlassable repetition de la "representation des choses 
passees", ce qui doit etre transmis de generation en generation, contre l'oubli qui 
n'est pas l'absence du souvenir, mais l'obliteration par la banalisation. [ ... ] Le 
general Massu, a sa fa~on, ne veut pas tourner la page; il ne veut pas oublier; i1 
participe au travail de memoire. Pas par mode de la repentance. Mais pour adresser 
un message qui pese lourd, venant de cet homme-la : "Non la torture n 'est pas 
indispensable en temps de guerre ( ... ), dit-il. Quand je repense a I 'AIgerie, on aurait 
pu faire les choses differement." Ne serait-ce que pour entendre cette le~on, cette 
derniere phrase, i1 fallait revenir, en effet, sur la torture en Algerie.25 
The Algerian war in the French education system cannot yet fulfil a role of 
confrontation of memories nor of wider discussion in my opinion since this must first 
come from other areas. I feel that it will not come from these areas (notably individuals, 
groups but also the government/state) until the stakes of the war are less important. 
Other factors (such as the impact on memory of beurs in search of their origins, as has 
been argued by other commentators) may also lead to significant change in the memory 
of the Algerian war. One way or another a "will" and effort are needed at present if this 
subject is to cease to be the protected domain of competing groups and more widely 
discussed. Ultimately the collective memory of the Algerian war reflects the 
characteristics of the wider French collective memory in general as described by Nora: 
fragmented, no longer unitary. This may mean that no national memory of the Algerian 
war may exist at least for a long time. Perhaps this memory will always be fragmented 
and local. Until the stakes of the war significantly decrease it is unlikely that the 
Algerian war will become more visible in the "public sphere". Until then the "forgetting 
is necessary" position will probably continue to rule until it is replaced, in a context of 
smaller stakes, with a position of "coming to terms" with this painful period of French 
history. Then significant discussion and transmission will take place. This memory will 
continue to develop and need to be studied. 
2S"Le remords d'un genera!", editorial, Le Monde, June 22, 2000, p. 16. 
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5.5. Future Research Projects 
Much research could be conducted in future on the memory of the Algerian war in 
c::z France, since it will continue to evolve in coming years. Much more history could also 
be written, which will be increasingly possible due to the opening of archives. 
Concerning particular research projects, having contacted veterans' associations in 
Lyons, it strikes me that an interesting project on collective memory might be the way 
these groups construct their memory of the Algerian war. Very clearly identifiable 
different groups exist in the form of numerous associations which are to a large extent 
mutually hostile. A Halbwachsian view of memory could be tested. Associations have 
published books, and most importantly (a very largely unexplored source) monthly 
publications which take the form of newsletters and newspapers. These could be 
consulted to determine how their content reflects and constructs the groups' memories 
of the war. We could see what they chose to remember and comment on why. This 
could also be done for other groups. More generally, following Nora's view of French 
collective memory, there is a lot of scope for projects on memory at the local level. 
These would focus on phenomena such as processes of the naming of streets, local 
commemorations, associative activity and the erecting of steles. Fascinating work could 
be done in terms of families' memories of the Algerian war, especially in terms of 
ethnic minorities, although they would of course be very difficult to gain access to. It 
would also be interesting to do more work on the way the study of World War 
TwoNichy has developed, since this commentator feels that it certainly has in recent 
years. Lastly, the way the Algerian war is taught could, in a future study, be situated in 
its wider context in an analysis of the way other colonial wars are taught and indeed the 
way decolonisation and. the whole colonial period are taught. 
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2.1.2.2. Structures politiques. Evolution et. formes actuelles du pouvoir. 
2.1.2.3. Sodetes et cultures. 
2.1.3. Les tiers-mondes 
2.1.3.1. Aspects geopolitiques des tiers-mondes: ensembles regionaux. Aires cultu-
renes. Zones de tension et conflits. 
2.1.3.2. Indentites nationales, systemes politiques. 
2.1.3.3. Des societe:s et des cultures entre tradition et modernite. 
2.2. Solidarites et communication 
2.2.1. La science: evolution de la pensee scientifique, P9litiques de la science, 
problemes ethiques de la science moderne. 
2.2.2. La religion: evolution des phenomenes religieux. Les Eglises et le fait 
religieux dans le monde d'aujourd'hui. 
2.2.3. La communication et les langages : la revolution de la communication, 
la circulation des idees, des sons et des images. Le sport, phenomene mondial. 
2.2.4. Organisations et cooperation internationales: role et fonctionnement des 
Nations-Unies. Les Droits de I'Homme. L'aide au tiers-monde. 
3. La France depuis 1945 
3.1. Evolution politique 
3.1.1. La France en 1945. Le poids de I'Histoire. La IV· Republique: la Recons-
truction et les debuts de la croissance. La France devant les problemes de l'outre-
mer. 
3.1.2. La Vc Republique: les institutions. Les presidences du general de Gaulle 
(La guerre d' Algetie. L'apogee de la croissance, la erise de mai 1968). 
3.1.3. La Ve Republique depuis les annees 70. La vie politique (l'aiternance); la 
crise. 
3.2. Societe et culture 
3.2.1. De la societe traditionnelle au changement social. 
3.2.2. Creation et pratiques culturelles. 
3.3. La France dans le monde 
3.3.1. L'identite nationale. 
3.3.2. Ambitions nationales. De l'Empire a l'Europe. L'imperatif industriel. In-
dependance et securite. 
3.3.3. Le role mondial d'une puissance europeenne. La presence culturelle de la 
France dans le monde. La francophonie. 
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PROGRAMME 
Le monde de 1939 a nos jours 
m La Seconde Gucrre mondiale (7 a 9 h) 
I. Les grandes phases. 
1. L'Europe et la France dans la guerre. 
3. Bilan de la guerre. 
m Le monde de 1945 it nos jours (21 a 23 h) 
1. Les transformations economiques et 
sociales du monde depuis 1945. 
2. Les grands modeles ideologiques du 
monde (institutions, societe, culture) et leur 
evolution: le modeIe sovietique, le modele 
chinois, le modele americain, le modele 
europeen liberal. 
3. Les affronrements des grandes puissances 
et la dissolution des blocs. 
4. L'emancipation des peuples dependants 
et I'emergence du Tiers-Monde. 
lID La France depuis 1945 (9 a 11 h) 
1. L'evolution politique. 
2. Economie. societe, culture. 
Edition: Christelle Javary 
Fabrication: Maria Pauliat 
On ne reviendra pas sur Ies origines de la guerre, deja emdiees en premiere. 
I:analyse des grandes phases, it panic de cartes, se limitera a "essentiel. Elle met-
tca en evidence l'exrension geographique et le caracrere total du canflit. 
A partir d'une carte de l'Europe en 1942, on analysera les formes de l'occu-
pation, les collaborations, Ies resistances. On insisrel'a sur l'univers coneen-
trationnaire et l'extermination systematique des Juifs et des Tsiganes, 
L'etude de la France (" drole de guerre " defaite, regime de Vichy, Liberation) 
permerrra d'analyser la nature et le r61e du regime de Vichy, les differentes 
formes de collaboration, le role de la Resistance interieure et de la France libre. 
Le bilan permettra d'analyser les ebranlements materiels et morauX provoques 
par le conflit, la nouvelle carte du monde et la naissance de l'ONU. 
On [racera le cadre economique et social du s~cond xxe siecle en evoquant 
successivement la croissance et la erise et en insistant sur Ies mutations 
sociates, I'evolution de la civilisation materielle et des modes de vie. 
On montrera comment, depuis 1945, evoluent les inegalites entre les diffe-
rentes regions du monde. 
Sans entrer dans le detail de I'histoire evenementielle, on insistera sur les traits 
majeurs qui caracterisent ces modeIes, On analysera I'evolution de leur 
influence, les limites de leur rayonnement depuis 1945. 
Pour I'Europe liberale, il ne s'agit en aucun cas de juxtaposer Ies histoires 
nationales des Etats mais de montrer, sans omettre Ies elements de diversite, 
la convergence de leurs choix institutionnels, de teurs transformations econo-
miques, sociales et eulturelles. La construction europeenne sera etudiee en 
relation avec cene evolution cl'ensemble en s'appuyant sur les acquis du pro-
gramme de geographie de premiere. 
, 
On insistera sur Ies lignes de force de la politique internationale sans entrer 
dans le detail des multiples crises qui ont marque celIe-d. On evoquera done 
la periode bipolaire de la guerre froide, puis la formation d'un monde beau-
coup plus diversifie et complexe. 
A partir de cartes et d'exemples choisis pour illusrrer des processus differents, 
on analysera les mouvements d'emancipation des peuples depuis 1945, et les 
problemes multiples qui en sont la consequence jusqu'a nos jours. 
On etudiera les grandes phases de la vie politique de la France depuis 1945. 
On analysera les institutions de la V, Republique et leur fonctionnement. 
On examinera les orientations durables et les grandes phases de la politique 
exterieure. 
On mettra l'accent sur Ies bouleversemenrs des structures economiques et 
sociales de la France. On analyser. l'evolution de la population, des modes 
de vie, des pratiques culturelles et des croy::mces, 
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Les annees de Gaulle 
1. La politique de la « grandeur» 
III Le general de Gaulle a !'idee que la France a un destin de grande puissance (doe. 1). 
independante de I" alliance americaine. Mais il faut regler le probleme algerien avant 
:I'affirmer la «grandeur» nationale. Laissant d'abord croire aux Pieds·noirs et it 
I'armee qu'il soutenait l'Algerie franpise, de Gaulle evolue vers I'idee 
d'autodetermination: laisser aux Algeriens le choix de leur destin et sortir la France 
de !'impasse. Malgre les mouvements insurrectionnels de 1960 it Alger et les attentats 
de I"Organisation de l'Arme~ Secrete, il mene a bien l'independance de-I'Algerie, 
reconnue par les accord d'Evian. ratifies par referendum. La decolonisation de 
l'Afrique noire se fait pacifiquement entre 1958 et 1960. De Gaulle veut en faire une 
zone d'influence privilegiee. -
11 De Gaulle esthostile ala construction europee'!"e. President, il reste oppose it une 
integration politique limitant la souverainete des Etats, mais -le traite de Rome etant 
signe - il developpe le March" commun en cooperation avec la RFA, qui, 
economiquement puissante, ne peut rivaliser avec la France sur le terrain politique 
et militaire. 11 s'oppose it l'entree de la Grande-Bretagne dans la CEE. Pour mener 
une politique ii l'echelle du monde, il dote la France d'une «force de frappe» 
atomique (Ies deux premieres bombes thermonucleaires fran~aises explosent en 
aout 1968) et refuse de confier sa defense ii l"armee americaine. Affirmer l"autonomie 
de la France le conduit it se rapprocher de I'URSS et it prendre des positions souvent 
antiamericaines dans le Tiers monde. 
2. Les limites du renouvellement politique 
• Le gaullisme se veut une nouvelle maniere de faire de la politique, appuyee snr 
les Franpis de tous milieux. L'UNRn'en est pas moins un parti de cadres recrutant 
a droi te. Les autres partis, defaits en 1958, comprennent qu'il doh'ent se moderniser, 
evoluer avec les institutions. ' 
• Les elections presidentielles de 1965 sont les premieres ii se derouler au suffrage 
universel, les prelniers a recourir aux sondages d'opinion et a la television, enorme 
nouveaute. Jean Lecanuet qui represente le centre-droit de tendance atlantiste et 
Fran~ois Mitterrand qui est parvenu ii unir la gauche non communiste dans une 
gran de federation, mettent de Gaulle en ballottage. Les elections legislatives de 1967 
confirment le recul d'influence des partis de la majorite. 
3. La crise de mai 1968 et le depart de de Gaulle 
• Ni la prosperite economique ni l'idee gaullienne de _«participation» des travailleurs 
dans l'entreprise n'empechent les tensions sociales. L'agitation etudiante se transforme 
en mai 1968 en emeute (doc. 3,5). Elle agit comme detonateur d'une crise sociale avec 
des greves qui paralysent le pays. La gauche y voit une occasion de renverser le pouvoir 
(doc. 2). Le gouvernement de Georges Pompidou negocie avec les syndicats et fait 
accepter au patronat les Accords de Grenelle qui augmen tent les salaires. Les causes 
de cette crise sont complexes: isolement d'un pouvoir politique au chefvieillissant, 
influence du «ga\~chisme)} parmi les etudiants, nlalaise d'une societe qui evolue vite. 
• Le gouvernement reprend la situation en mains (doc. 4, 6) et provoque des 
elections pour tirer parti de la peur des "lecteurs devant la menace de revolution. 11 
obtient une forte majorite au detrimelll des partis de gauche qui, d'abord surrris. 
avaient sympathise avec les etudiants. De Gaulle comprend qu'il faut reformer 
l'universite et que les Franpis desirent davantage participer ii la decision politique. 
• Mais la France est lasse; l'opinion ne fait pas credit a de Gaulle de ses projets de 
participation des salaries aux interets de l'entreprise; le projet de regionaiisation 
que de Gaulle SDumet a refhendum est desavoue en avril 1969. En tirant les 
consequences. iI demissionne aussitot. 
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Une certaine idee de la France 
Toute ma vie, je me suis fait une 
certaine idee de la France. Le 
sentiment me I'inspire auss; bien 
que la raiso"n. Ce qu'i1 y at en moi, 
d'affectif imagine naturellement la 
France, telle la princesse des contes 
DU la madone BUX fresques des 
murs, comme vouee a une destinee 
eminente et exceptionnell,? J'ai, 
d'instinct, !'impression que la 
Providence I'a creee pour des 
succes acheves ou des malheurs 
exemplaires. 
S'iI advient que la mediocrite 
marque, pourtant, ses faits et gestes, 
i'en eprouve la sensation d'une 
absurde anomalie, imputable aux 
fautes des Francais, non au genie 
de la patrie. 
Mais aussi le cOte positif de mor 
esprit me convainc que la FranCE 
n'est reellement elle-mame qu'al 
premier rang; que, seutes, de vaste! 
entreprises sont susceptibles d! 
compenser les ferments de disper 
sion que son peuple parte en lui 
m€!me; que notre pays, tel qu'jJ es1 
parmi les autres, tels qu'j;s sonl 
doit, sous peine de danger morte 
viser tout haut et se tenir droit. Bre 
a man sens, la France ne peut etr 
la France sans la grandeur. 
Charles de Gaulle. Mbnoires dt gum 
PIon. 196 
f) Le pouvoir est vacant 
En France, depuis le 3 mai 1968, 
n'y a plus d'Etat et ce qui en tie 
lieu ne dispose mame pas dl 
apparences du pouvoir. 11 convie 
des maintenant de constater 
vacance du pouvoir ~t d'Organis 
la succession ( ... 1 de pr~voir I 
gouvernement provisoire 
gestion [ ... 1 compose de ( 
membres, choisis sans exclusion 
sans dosage perime. 
Francois Miucrrdnd, Crmyrcnct ~ prg 
du 28 mall 
l:emancipation 
de l' Afrique 
1. I:independance de la Tunisie et du Maroc 
III En Tunisie, Habib Bourguiba et son parti, le Nao-Destollr (Nouvelle Constitution), 
reclaluent d'abord prudemment l'autonomie interne. Une negociation s'cngage. 
mais le 15 decembre 1951, le gouvernement fran,ais y met fin. Bourguiba lance alors 
le mot d'ordre de lutte armee avant d'eu-e arrete le 18janvier 1952. Les troubles 
gagnent tout le pays et le calme ne re,ient qu'en 1954,Iorsque Pierre Mendes France, 
qui vient de negocier la paix en Indochine, prom et le 31 juillet a Cartilage I'autonomie 
de la Tunisie (doc. 2). Bourguiba est autorise a revenir d'exille 1"'juin 1955. 
n Au Maroc, le parti de l'independance (I'ISliqIll0, fonde en 1943, jouit de l'appui 
discret du sultan Mohammed Ben Youssef. La politique autoritaire des autorites 
francaises, sous la direction du resident general Guillaume, dechaine une escalade de 
violences. Le soulevement de Casablanca de detembre 1952 est durement reprime et 
Guillaume detrone et deporte le sultan (aout 1953), decision qui a pour effet de 
generaliser l'insurrection (doc. I). En 1955, le gouvernement Edgar Faure choisit la 
negodation. Le sultan Mohammed \' rentre triomphalement le 16 novembre et 
I'independance du Maroc est reconnue le 2 mars 1956. Quelquesjours plus tard,le 
20 mars, la Tunisie passe de l'autonomie it l'Independance. 
2. La guerre d' Algerie 
III En Algerie, le 1 er novembre 1954 est cree le FLN, le Front de liberation nation ale 
qui lance un mat d'ordre d'insurrection nationale. Attentats contre la population 
eivile europeenne, guerilla contre l'armee fran,aise, repression violente de la part de 
celle-d, avec tortures contre Ies prisonniers nationalistes. relIes sont les tristes 
caracteristiques de cette guerre sanglante qui dure huit ans. 
• Le conflit use l'autorite de la IVe Repuhlique, favorise le retour du general de 
Gaulle au pouvoir en France en 1958. Celui-ci utilise d'abord une politiquede force 
contre le FLN. Pt,tis, en 1959, iI se prononce pour le droit it l'autodetermination 
des Algeriens en proposant trois solutions: la «secession» (I'independanee), la 
frandsation, ou I'Algerie alghienne assoeiee a la France (doe. 5, p. 245) ; il espere 
encore sans doute faire triompher la troisieme solution. 
• Mais, lors de sa "isite en Algerie en decembre 1960 iI se rend al'evidence: le 
FLN est capable d'organiser une manifestation de·masse aAlger. Des lors, malgre 
I'opposition des Ellropeens d'Algeri,e et d'une partie de I'armee, iI accepte de 
negocier a"ec le FLN: les accords d'Evian (doc. 5), le 18 mars 1962, accordent ii 
I'Algerie l'independance, qui est proclamee le 3 juillet. 
3. La liberation de l'Afrique noire 
• La plupart des colonies britanniques et fran~aises accedent pacifiquement it 
l'independance. N'Krumah obtient des Anglais I'autonomie pour la Cote de 1'0r des 
1951, puis I'independance en 1957 (sous le nom de Ghana). La loi-cadre Defferre 
accorde d'abord I'amonomie aux territoires africains fran~ais en 1956. De Gaulle les 
rassemble dans une Communaute francaise (doc. 4) en 1958, puis, en 1960, ils 
deviennent independanL~. Les autres colonies anglaises gagnent leur sQuverainele 
entre 1960 et 1965, sans violences, sauf au Kenya ou SeVilla revolte des Mau-Mau depuis 
1952 et en Rhodesie du sud allies colons blancs proc1amcnt unilateralement 
l'independance en 1965 et etablissem un J"ep;ime cl'apartheid comme en Afrique du 
sud: i1s perdent le pouvoir seulemenl en 1979, au profit de la majorite noire, et en 1980, 
la Rhodesie du sud, d6sormais vraimem «decoloniscc ", prend le nom de Zimbabwe. 
• Le Congo beige, independant en 1960, sombre dans une violente guerre civile qui 
ne se termine qu 'en 1965, apres inten-ention des troupes de !'ONU. II faut attendre 
la fin de la diclature au Portugal en 1974 pour que les colomes de ce pa)'s, I'Ango\a 
elle Mozambique, deviennent sOllveraines (doe. 3). 
(1242 PARTIE 2: LE MONDE DE 1945 A NOS JOURS 
I 
.----------- ... ,-.... 
le coup de force du 20 '-,\1( 
Dans l'apn3s-midi d'aujourd'llui, I 
general Guillaume s'est rendu a 
palais imperial a Rabat accompagn 
par J'armee et les blindes fral1(fai 
et a exige de Sa Majeste le Rc 
d'abandonner le trone. Sa Majest 
a categoriquement refuse. L 
representant de la France, dart 
I'execution de ses basses mU'/re! 
a constitu~ prisonniers: le Ri)i,1 
prince heritier Moulay Hassan E 
son frere Moulay Abdallah, et u. 
avion militaire les a emmenes e 
Corse, la OU les Fran~ais avaier. 
I'habitude d'emprisonner le 
corsaires musulmans pris par le 
flibustiers francais. ( ... J En touchar, 
a Mohammed V, la France a attein 
au fond de lui-meme tout Marc,cair 
tout Musulman, tout Arabe dans I, 
monde. [ ... 1 Nous affirmons qUI 
le Maroc sera ce que nous el 
ferons en accord avec le peupli 
et le roi Mohammed V une foi 
I'independance acquise et I'eva 
cuation des troupes fran~aise: 
realisee. 
Prise de position d'Allal ;d-FOIsi 
fondOlteur de I'Istiql;.ll " ;953) 
H Le discours de Carthag. 
I Notre politique est une politiqut liberate conforme aux traditions dt 
notre histoire aussi bien qu'au: 
aspirations profondes du peuplt 
tunisien et aux pro messes qui lu 
ant ete faites. 
L'autonomie interne de ;'Eta 
tunisien est reconnue et proclamel 
sans arriere-pensee par le Gouver 
nement fran~ais qui entend tout i 
la fois I'affirmer dans son principl 
et lui permettre dans I'action li 
consecration du sucd~s. Le degn 
d'evolution auquel est parvenu Ii 
peuple tunisien - dont no us avon: 
lieu de nous rE!jouir d'autar,~ piu 
que nous y avons large,-,"len 
contribue - la valeur remarquabl, 
de ses elites justifient que Cl 
peuple soit appele a gerer lui 
meme ses propres affaires. 
C'est pourquoi, no us semme 
pn3ts a transferer a des personne 
et 1:1 des institutions tunisienne 
I'exercice interne de Ja'souverainete 
Picl'rc Mcndcs Fr.l.l1cc. 31 jui!k. 195, 
Autonomie J 
'Ian de composition ______ _ 
Le bilan politique de la. IV. R~pllbiique est"iI seulement negatif 7 Renvoi 
Plan detaille pages de documents synthase reperes 
· Des instituti-;'ns qui favorisent ·I'instaiiiiit6 ·politique 
,La volonte d'eviter la possibilite d'une evolution vers un regime personnel et autoritaire 
mtraine les constituants a donner la preponderance a l'AssemblE;e nationale, me me si 
e Conseil et le President de la Republique sont des contre.pouvoirs 
I Les institutions ne permettent pas de trouver de solution en cas d'absence de majorite 
le coalition 
I Le dispositif institutionnel, cause d'instabilite parlementaire, car la vie politique fran~aise 
~st caracterisee par I'absence de parti majoritaire 
I Deux partis ant vite refuse de participer aux majorites: le PCF et le RPF 
I Le choix est entre une majorite de centre gauche ou de centre droit, qui ne s'accordent 
pas sur quelques problemes fondamentaux (ecole libre). Radicaux et mode res font les 
majorites 
• t.=opinion a I'impression que les partis ne sont occupes que de leuTs combinaisons, 
meme si I'instabilite des gouvernements cache une continuite des equipes. Elle ne 
soutiendra pas le regime lorsqu'il sera affronts a une cri se grave 
11. La IV· Republique a su resoudre de nombreux problemes 
270, § 1 
dossier 
272·273 
270, § 3 
doss. 273 
doss. 272 
• Elle a su ,,;gler I'heritage de Vichy sans guerre civile. Une fois termines les proces pour 
collaboration, elle est parvenue a reconstituer una unite nationale sur des projets d'avenir 274, § 3 
• Elle a reconstruit et modernise I'economie du pays et mis en place un systeme de chap. 20 
protection sociale 
• Elle est parvenue a faire accepter un projet economique europeen et a le mener jusqu'au 274, § 3 
Traite de Rome. Elle a pose les bases de nouvelles relations politiques avec l'Allemagne chap. 11 
• Si elle n'a pas su se degager a temps des colonies d'lndochine, elle a ensuite reussi a 
operer sans trop de degats la decolonisation du Maroc et de laTunisie. Le gouvernement 
Guy Mallet amorce, par la loi·cadre Defferre, celle de l'Afrique noire chap. 15 
Ill. Elle n'est pas parvenue a tous les surmonter 
• La querelle de la CED a entraine de profondes divisions dans les partis. Elle a contribue 274, § 2 
a augmenter I'instabilite du regime. Les gouvernements ont eu tendance a en retarder 
"issue pour eviter d'ouvrir une crise politique 
• La loi Barange rouvre une question ancienne mais capable de creer une profonde doss. 273 
division dans I'opinion. La IV. Republique ne parvient pas a fixer les relations entre 
I'ecole privee et I'ecole publique 
• Le probleme algerien conduit le regime a sa perte. Le gouvernement de Guy Mollet qui 278, § 2·3 
voula;t mettre fin a una guerre absurde s'engage dans une guerre a outrance. La guerre 
entraine une cri se morale, la paralysie de la vie politique, la deterioration de la situation 
financiere et de la position internationale de la France 
D,p.271 
111 Ul, p. 271 
El, p. 242 
D,p.279 
El &I1I,p.275 
9 &D,p.275 
111 &9,p.279 
Pour entrer en matiars et enoncer la problematique 
Le glmeral de Gaulle appelait avec mepris la Ive Republique le cc regime des 
partis 1).11 voulait dire que l'Etat n'avait pas d'autorite par faute d'un pouvoir 
executif fort, tel qu'ill'avait preconise dans le discours de Bayeux, pensant 
alors I'exercer a son profit lorsqu'i! serait appelle aux affaires. 
Pour etablir la synthese des differentes parties 
La IVe Republique e.st le reflet de la societe des 
annees 1950, partagee entre des forces de modernite 
et des forces anciennes, prenant lentement 
conscience des problemes de la decolonisation. 
Selon lui, la Ive Republique eta it dirigee par une Assemblee nationale, 
incapable de trouver des solutions aux grands problemes du pays, car chaque 
parti s'occupait avant tout de ses inten~ts electoraux, faisant de la «politique 
, politicienne lI. 
Ces arguments de- polemique politique ant cree un «mythe)) de la 
Ive Republique, instable, impuissante, empetree dans ses dissensions internes. 
Elle a pourtant ete capable de resoudre de nombreux problemes. 
Cet equilibre entre le nouveau et I'ancien explique 
son bitan partage. 11 a favorise une impuissance 
croissante que ses institutions ne lui permettaient 
pas de surmonter. 
'. 
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)Ian de composition------_ 
La presidence d~deGaulle, 1958-1969 
. Plan detaille 
I. La «restauration de l'Etat» 
I. Reformer les institutions 
o Le general de Gaulle, hostile aux institutions de la IV. Republique (discours de Bayeuxl, 
lonne pour premiere tache a son gouvernement de rediger une constitution 
o Elle est adoptee par referendum en septembre 1958. La pratique du referendum traduit 
'intention de de Gaulle de s'adresser aux Fran,ais en passant au dessus des elus 
1. Un regime mixte 
I Les nouvelles institutions maintiennent un regime pariementaire, mais donnent un role 
najeur au President, c'est·a·dire a de Gaulle puisqu'jJ est elu en decembre 1958 
o La reforme de 1962 accroit encore sa legitimite par I'election au suffrage universel . 
o La reduction des pouvoirs du gouvernement et du Parlement,la volonte du chef de l'Etat 
le s'adresser directement au pays aboutissent a une crise des partis politiques: acquiescer 
,ans discuter a la politique du general ou se retrancher dans une opposition sterile 
I. L'c:euvre du general de Gaulle 
I. La decolonisation 
011 reussit a preparer une opinion tres divisee a I'independance algerienne. Malgre 
'opposition violente de I'armee et des Pieds·Noirs, iI regie definitivement la question 
!. Le domaine reserve 
o Les Etats de la Communaute choisissent d'acceder a I'independance. De Gaulle favorise 
:ette evolution en conservant des liens privilegies avec les nouveaux Etats africains 
I La politique africaine est un des « domaines reserveS» du President 
I. L'independance de la France 
o Le grand dessein du general de Gaulle est de redonner a la France, une fois liberee du 
·ardeau de la decolonisation, un rang de grande puissance 
olllui donne son independance militaire avec une force nucleaire propre. 11 se retire de 
'OTAN et prend ses distances vis·a·vis des Etats·Unis 
11. L'evolution de I'opinion 
I. Le soutien de I'opinion 
o Pendant plusieurs annees, la majorite des Fran,ais approuve de Gaulle lorsqu'iI pretend 
~xercer un pouvoir cc dans I'jnteret de la France I), cc au~dessus des partis n. Le vote gaulliste 
~st majoritaire a l'Assemblee 
o Le reglement de la question algerien~e est un soulagement, mais le referendum d'avril 
1962 sur I'approbation des accords d'Evian montre deja une forte baisse des « oui» 
~. L'effriternent 
o La mise en ballottage de de Gaulle par Fran,ois Mitterrand en 1965 est une surprise 
o Les partis de gauche progressent dans I'opinion. Les greves montrent la montee des 
ensions sociales. 8eaucoup denoncent I'evolution vers un pouvoir personnel, comma 
lans la politique exterieure du pays 
I. La crise de mai 68 et le depart 
, Nee de la question etudiante, elle revele le malaise social et la faiblesse reelle d'un 
)ouvoir qui semblait tres fort. Les elections de 1968 traduisent la peur des Fran,ais plus 
lue leur attachement au general de Gaulle 
,Sa tentative de rallier .l'opinion sur les themes de la participation et de la regionalisation 
'!choue 
Renvoi 
pages de documents 
synthase reperes 
chap. 17 
286, § 1 
286, § 2 
p.288·289 
chap. 15 
290, § 1 
290, § 1 
290, § 1 
chap. 13 
290,§2&3 
290, §2&3 
290, § 3 
290, § 3 
D,e et 
I!I, fJ p. 286-287 
I!I p.289 
fJ p. 287, p. 299 
doe. chap. 15 
D p.290 
doe. chap. 13 
D,El p.298 
fJ p.287 
El p.298 
D p.298 
El,IlI p.291 
fJ p.287 
Pour entrer en matiere Pour etablir la synthese des differentes parties 
L'action du general de Gaulle est dominee par quelques 
}rincipes simples qu'il a affirmes a maintes reprises: mefiance 
Jevant le parJementarisme, preference pour un Etat fort dirig8 par 
m President qui tire sa h~gitjmite du peuple lui mllme, primaute 
je la grandeur de la France et de I'independance nationale, 
rolonte de depasser I'opposition politiqu~ entre la Droite et la 
3auche. 
Les idees et I'action du general de Gaulle marquent la vie politique 
I pour de tres nombreuses annees. Ses successeurs acceptent une 
grande partie de son heritage. lis ont une politique militaire et une 
diplomatie independantes des Etats-Unis et privilegient leurs 
relations avec les ex-colonies africaines. Un parti gaulliste survit au 
general de Gaulle; il pretend promouvoir une politique qui ne serait 
ni de droite ni de gauche. 
Teacher Interview A questions 
1. Les cours 
Combien de groupes avez-vous en tenninale? Combien d'eleves y-a-t-il dans chaque 
groupe? Dans queUes series? 
Combien de cours par an passez-vous sur la guerre d' Algerie (sont-i1s les CM ou les 
TDfIP)? Passez-vous plus ou moins de temps sur la guerre d'Algerie que sur d'autres 
parties du programme? Selon vous, est-ce assez? 
A quel moment de I'annee examinez-vous la guerre d'Algerie? [QueUes parties du 
programme se trouvent avant et apres ceUe de la guerre d' Algerie?]I 
Comment est-ce qu'on decide du contenu des cours? Qui decide? Selon quels criteres? 
[Le programme d'histoire, les instructions officieUes, les questions au brevet et au 
baccalaureat ou d'autres facteurs?] 
Quel est le contenu des cours sur la guerre d' Algerie? Quels aspects de la guerre 
d' Algerie examinez-vous? Dans quel contexte situez-vous la guerre? Dans le cadre de la 
quatrieme RepubJique, la cinquieme Republique ou la decolonisation? 
Comment se deroulent les cours? 
• La prise des notes 
• Le travail en groupe 
• La discussion au niveau de la classe 
• Le travail sur les documents etc. 
Comment les eleves sont-ils notes? Est-ce qu'il y a de controle continu? QueUe forme 
peut prendre ce controle continu? Que! est le poids relatif de I' examen par rapport au 
controle continu? 
Cette annee, est-ce que vous avez pu travailler sur le proces de Maurice Papon it I'egard 
de la guerre d'Algerie et surtout le 17 octobre 1961? 
Est-ce qu'un ancien combattant est venu it un moment donne parler aux eleves? Quand? 
Qui? De queUe guerre etait-il un ancien combattant (la Premiere guerre mondiale, la 
Deuxieme guerre mondiale, les guerres d'Indochine ou d' AFN)? Qui I'a invite? 
Comment cela s' est-il passe? 
IWhat is in brackets was possible follow-up material to be used depending on the answer given. 
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2. Les eJeves 
Comment qualifieriez-vous la reaction des eleves aux cours sur la guerre d' Algerie? 
[Est-ce qu'i1s participent plus ou moins que d'habitude? QueUes opinions 
expriment-i1s? QueUes questions posent-i1s? Est-ce que les eleves ont des difficultes 
particulieres a etudier la guerre d'Algerie?] Si vous etes professeur depuis le debut des 
annees i980, est-ce que vous avez remarque des changements d'attitude des eleves 
depuis quinze ans sur ce sujet? Si c'est le cas, quels changements se sont produits et 
comment expliquez-vous de tels changements? Est-ce qu'il me serait possible de 
rencontrer les eleves et eventueUement de leur donner un petit questionnaire? 
3. Les professenrs 
Quel age avez-vous? 
• moins de 30 ans 
• 30-40 
• 40-50 
• plus de 50 ans 
Etes-vous certifie (CAPES), agrege (agregation) ou maitre auxiliaire etc.? Est-ce que 
vous avez etudie la guerre d' Algerie quand vous avez passe le CAPES ou l'agregation? 
[Si c'est le cas, queUe forme cela a-t-elle prise: un cours sur la guerre, une question 
d'examen etc.] Est-ce que vous avez etudie la guerre d' Algerie a d'autres moments de 
votre formation? 
Depuis que vous etes professeur, est-ce que la guerre d' Algerie est un sujet qui vous 
interesse partculierement? Si oui, comment cet interet se manifeste-i1? 
Est-ce que vous etes abonne a un journal, une periodique, une revue historique etc.? 
LequelJ1aquelle? 
Pendant votre carriere avez-vous eu des coUegues qui ont fait la guerre d' Algerie/qui 
sont des rapatries? En dehors du travail, connaissez-vous des personnes qui ont fait la 
guerre d' Algerie ou qui sont des rapatries? 
Trouvez-vous que la &uerre d' Algerie est un sujet qui est difficile a enseigner? [Si c'est 
le cas, dites pourquoi] 
4. Les mannels scolaires 
Quels manuels conseillez-vous aux eleves? 
Qui est-ce qui decide des manuels a conseiller? Comment est-ce qU'onjuge les 
manuels, c'est-a-dire selon quels criteres? 
Est-ce qu'il y a eu des changements de manuels employes sur les quinze dernieres 
armees? Si c'est le cas, precisez quand et pour quelles raisons. 
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A quoi servent les manueIs scolaires lorsqu'on enseigne la guerre d' Algerie? Est-ce 
qu'ils font partie du cours? 
Etes-vous satisfait( e) de la qualite des manuels scolaires? Avez-vous remarque des 
ameliorations depuis quinze ans/depuis que vous etes professeur? 
Au dela des manuels scolaires, est-ce que vous employez d'autres sources 
d'information? Lesquelles? Est-ce qu'il y a un Centre de Documentation a l'ecole? 
Est-ce qu'on y trouve des ouvrages sur la guerre d' Aigerie? Me serait-il possible d'avoir 
une liste des livres qu' on a mis dans le Centre de Documentation? 
Dans l'exercice de votre metier, avez-vous conseille aux e\(:ves des livres 
d'histoire/romans sur la guerre d' Algerie? Avez-vous conseille ou fait visionner aux 
eleves un film sur la guerre d' Algerie? 
5. Programme/examens 
Quelles remarques aimeriez-vous faire sur celle programme? (d'apres Vingtieme Siecle, 
no.6, avril-juin 1985). 
Pensez-vous que ce programme puisse etre enseigne avec objectivite? Quelle que soit 
votre reponse, dites pourquoi (d'apres Vingtieme Siecle, no.6, avril-juin 1985). 
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Teacher Interview B questjons 
Combien de groupes avez-vous en tenninale? Combien d'eleves y-a-t-il dans chaque 
groupe? Dans queUes series? 
1. Les cours 
Combien de cours cette anmle passerez-vous sur la guerre d' Algerie? Passez-vous plus 
ou moins de temps sur la guerre d' Algerie que sur d'autres parties du programme? 
Selon vous, est-ce assez? Avez-vous passe autant de temps cette annee sur la guerre 
d'Algerie que l'annee derniere? 
A quel moments de l'annee avez-vous examine la guerre d' Algerie? [QueUes parties du 
programme se trouvent avant et apres ceUe de la guerre d' Algerie?]2 Examinez-vous la 
guerre d' Algerie surtout dans le cadre de la decolonisation, de la quatrieme Republique 
ou de la cinquieme Republique? 
Comment est-ce qu'on decide du contenu des cours? Qui decide? Selon quels criteres? 
[Le programme d'histoire, les instructions officieUes, les questions au baccalaureat ou 
d' autres facteurs?] 
Comment se deroulent les cours? [la prise de notes etc, la discussion etc.] 
Est-ce qu'un ancien combattant est venu a un moment donne parler aux eleves? Quand? 
Qui? De queUe guerre etait-il un ancien combattant (la Premiere Guerre mondiale, la 
Seconde Guerre mondiale, les guerres d'Indochine ou d'AFN)? Qui l'a invite? 
Comment cela s'est-il passe? 
2. Les interviewes 
Quel age avez-vous? 
• moins de 30 ans 
• 30-40 
• 40-50 
• plus de 50 ans 
Etes-vous certifie (CAPES), agrege (agregation) ou maitre auxiliaire etc.? 
2What is in brackets was possible follow-up material to be used depending on the answer given. 
187 
3. Le contenu des cours 
[Est-ce que vous examinez les origines de la guerre d' Algerie en classe? Oui ou non?] 
Quand vous expliquez les origines de la guerre d' Algerie aux eleves, examinez-vous (et 
si oui, comment?): 
• les differentes formes du nationaIisme algerien 
• la societe algerienne - economie, popuIations etc. 
• SetifIe 8 mai 1945/la repression 
• la reforme de 1947 
• la deuxieme guerre mondiale/l'ONU 
• d'autres mouvements de decolonisation? 
Presentez-vous l'insurrection du ler novembre 1954 aux eleves? Si oui, comment? 
Par rapport au nombre total d'heures que vous passez sur la guerre d' Algerie, queIIe 
proportion de temps passez-vous sur mai 1958? Comment traitez-vous le 13 mai en 
cours? 
Qu'examinez-vous apres le retour de De GauIIe? Examinez-vous (et si oui, comment?): 
• le putsch 
• Charonne 
• I'exode 
• la semaine des barricades 
• l'OAS 
• les accords d'Evian 
• la politique de De GauIle 
• la rue d'Isly 
• la resistance fran9aise a la guerre d' Algerie 
• les luttes intemes au sein du FLN 
Comment abordez-vous en cIasse la question de la torture? 
Examinez-vous les evenements suivants? Si oui, comment? 
• l'arrestation de Ben BeIIa 
• Sakiet Sidi Y oussef 
• le 17 octobre 1961 
• les harkis 
• la censure 
Que dites-vous en cours sur l' armee et le contingent? 
Est-ce que vous examinez le cote militaire de la guerre? 
Donnez-vous un bilan de la guerre en cours? Si oui, lequel? 
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4. Le programme 
QueUes remarques aimeriez-vous faire sur ce/le programme? (d'apres Vingtieme Siecle, 
no.6, avril-juin 1985). Qu'en pensez-vous par rapport au demier programme? 
Qu'est-ce qui change cette annee par rapport a l'annee demiere? 
Est-il possible de traiter des parties de cette programme en detail? Qu'en est-il pour la 
guerre d' Algerie? 
• avant la reforme 1998 (done septembre 1989-juin 1998) 
• apres la reforme 1998 
• pendant les annees 1980 (si la personne etait professeur pendant eette periode) 
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1900 
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1926 
MIJn. - N.tuancc CQ Franco de I'Etoilc aord-
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1937 
Octobn.. - Le Parti du peuplc algo'!rica (PPA). 
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1947 
20 uplnnbu. - Adoptioa. .rua ltatut quI. nud~ 
fiml "Alprle _let" lie Id RlPIl""1f1ltl fl'lJrtt;due .. 
et ddutt 1 n&nt lOUt apob' d'indq,c:Ddancc. 
20 odDbn.. - Aux tlcctions munlclpaIcs. vIcto!ro 
d\II MTl.D de Messall Hadj. 
1953 
21 dknnb, .. - Seisdon du MTLD catrc .. DICSA-
lisces .. ct .. CCntralistC8 _. 
X 1954 
. I~ flvrler. - JacquCf, Soustclle est DOaUIJ.t 1011_ 
DCur 1tn&aJ de r Alamc. 
10 Jullltt. _ FondatiOlll Alter du Coutit!. rtvol~ 
tionnairc d'unite et d'action (CRUA). qui \'CUt unir 
le mouVClmeDt Jl&t1onalislC et agir pal' l'insUJTCetioa 
~ ... 
31 Jullfet. - Diseoun de Pierre Mcndis Frucc 1 
Cattbal~ dans kq\l~ 1'lutonoo1ie LDtcnIC de la TUoPi-
lie est fC:eODDllCo 
){ I~ 1fO'IMmbN...- .. Toussaint rouge ... Uno J&ic 
d',ucatau rnantucnt lcicflDUtS.dc l'insurrcctioa 
ann6c. 1.8 fLN public IlIIC d6claration-programmo 
dcmaDcWIt I'ind~pcoducc.. 
D/U,..bn. - Mcasa1i Hadj cr60 1c Mouvcmcnt 
utkmalals&icll. (MNA), 
1955 
, jlvrin-. _ ·L'Asscm.blu nation,le refnsc la 
coaC"lIl1CC 1 Mcadk F~ ll'issuc d'intcrpcUations 
sur la polItiqUCCll, AJa6ric. 
- -----.-._---
31 ..ar$. - Vota du projd de 10i sur I'itat 
d'uracncc et I0Il appUc.tioo CD Allericl. 
19 mal. - Le consen des mfnistn:sd6cidc le rappcl 
de dispoDibla et !'cJlVOi dorcnforU cn AJgtrio. 
»tII2OIlI. - Emcutcs dana'le CoDstantlllOls: 123 ) 
'E!IOrU. dont 71 Europ6cnL La r'pressioca fait officIel-
Iccncnt I 2711DQCU II\UIIIlma.M (bcaucoup plus scion 
~FLN). . 
1956_ 
-r;/IvrWr. - L'Asscroblio DatJoaalo i:lm:tClt 1c 
pvcnxmcrr.t Ouy MoDeL 
6/hrltr. - 011)' MoDel at .CClICiUi 1 Alget pu do . 
• Yivea DWlifcstatiOlU d'bOltilil6. C'est la .. journ6c des 
tomatcs _. Le ,~n&al CaIl'OUXo IDiDiatnll;Uidallt CA 
Mgme d&nissiOllll.C. R.obctt: LaCCllO le rcmplaoc. 
14/1wIu. - Le p6ttolo jailllt pour la prclDlb rois 
c:oAla&io. . 
16jlvrld; - D6daJstioa fIIiaist&1eJle sur 11 poUti-
q,uo CD AIg&ie : ( .. ~Ccu, Bcctiou" Dfgoeia-
. tlODI .. ). . 
- }1 ..". - ........ -"".......,.. ."'.0 .. n". )\ V pe? dC8 disponlblCl et· la distolutioa do r AssaDbl6c I 
(\ alg6iamc. 10000 boaurJcI de la dauo 19S2 SOD.t 
ainsl rappcl&. SO 000 botnmcIle ICfIXIt la 9 mai" et 
la dur6c: du scrvioc milit&irc ell ~ 1 viDskcPt 
~ HDb"C jaI1vi~ et juillct 1956 1es (0f'C0I ann6cs 
CD A1gme pu.stut de 200 000 l-400 000 bornmcs. 
(LIre hi ndlc""apl6.} 
._ •• '_" - _."-_,, ............... __ ~(:rca et 
aultnt. pn. de P.leatro. 
10 GOQt-I' 6,pl,"'ft - Con.rla FLN de la 
""'_on. 
JO upr,mbre. - Oculi: IUentab RN dlRl del 
eafq d'AllCl rr6qucnl& pu I"jeunet EUfOp6cN:.lc 
Milk·h.r ct la Caf~16ria. font 1111 II'IM Cl. 1OiQ1ltc-
dcu:a: bkss&. 
12 ocrotw. - L'.rioa qullrlrupor1lll de RabatA 
Tunis do. Icade ... cllI FLN, Abmcd Ben BeU., 
Mohammed Kbidct, Mohammed Boudi.r. Hoeinc 
An A~ Mostcf, Lachcl'lf. ClI d61'O\116 lur Alpr 
oil sa pIl$Upl'I_t arrEt&. Le ,ultall marocaln cl 
H_bib Bour,gulba I'Ippcllcnl lcurs ambuudcul'l .to 
Paris. PJlIIleun diuinel de F,.~it sont mlU4aa& 
l Meba et dll\lla rtgioq, Alain SaVlry, Keut,iro 
cI'Eta, lUX dr.lrcI tunWcnnca cl maroeainct. cl 
Pic~ do LcuSJe, ambaaadcut de F ... ~ I TIlnLc. 
donncnt !cur d6milsioIJ. 
( r 1-$ _mh - lntcncnlion ftanco-brillloniquo C - \ ca EIYPtc. . 
1957 
1 JatnJlu. - Le _"'6 ... 1 Musu. oolttmlndanl I. 
to< division do JlIIn.chlllill~ Clt chard dll mainlicn 
de l'otdrc clans r.u1om6rttWlIl'a6roi5C. ~bul de la 
• baLlille! d'AII"~' 
19 ",aL - DUll" nuit du 29 111 30, un ()Ommando 
FLN mlll.ere 10uI ICI bommQ du "m'ae de 
Mdouza (Pelllc Kabylle). qui .pp.rlcnaient I" 
MNA (Moul'ClZlCllt ""tional aI,trica de Mcsu.li 
H.dj). 
11tqumbn.:" ~mJsIioadcPaulTellgen, 1CCr&. 
taj~ aWral de I. policc: 1 Alp". co protestation 
CORlrc lea praUqUCl d. ,6zI&a] Muau et dQ p.ra-
dJ.tiltca. 
14 npumbn. - Le cbcf' FLN de la ZOfllI d'A!acr, 
Y.ccr Saadi. cst arrtle dl.1'll1a Cubab. 
J() npt.m6n. - Le pro.Iet de Iokadre pour r A1g6-
rieest re~l rAuemblk nation.!e par 27!J ¥Oix 
c:onlre 2$3. M.llriec BOIirgb-MauhOUry prUc.nlC la 
delOiQioD du 10uIICmcmc:nL 
1 t:Id~ - Robcr& LaCIQIlc ct Andre MorIcc,. 
minisw dCl la dMenso, laspcetc:nt le barrage 'leclJi. 
ri, 6dm6 1 la rtontim .I,&04unisicnne pout CD 
CIZIp6cher le rraQ~ment par lea .. rdlaahlll-, 
1959 
IflvriW. - Eo ripostClIUX attlquCI du FLN pto-
Yc:nant d. tcrritoirc tunisien, 10 vill.go de S.lthict~ 
Sidl·YoUJ5d est bombard.! par l'lvi.lion rra~isc; 
IOixaatCHleur c.iviJs sont tuEt ct c;cnl trente blessa, 
doni de nombn:ux enr.nts. Le souvetncment tunillien 
OI'donne lUX troupes rra~iseadeTunisie de demeu-
n:t dallll !cUts eantonnemenu. JI exigc= I't"cultion 
de tootCl la buct milltairca, 'I compris Bizer1c=. et 
.dmn le prindpc d'un recouts 11'ONU. 
lJ.lllhri~'. - Hlbib Bourguibl sailll le Conscil 
de Keul1t6 de I'.ff.l~ de Sakhlel" Cl 1I Fr.nce 
dfpo5C une pl.lnte conlre .. rllid~ llpport/r JHI' III 
Tun/sl."IIx rtw{/e3 QIJlrieu •• M.is Paris ct Tunis 
acecptenl une orrrc de .. bont Olncel. Insl~ 
• m.!ricaine. doni ~t dlarstl Robcn Murphy et 
H.rold Bc:eley, 
J() tlVr/1. - Trois ecnts JUppltllfl mU5ulml!lS 
d&crtcnl d.!IS l'OUltsCnb .pro .yoir lue leur cher 
Kabu., raur, .ux fOl'CeS de "ordre. Debut d'une tpu· 
I1ltioll dans la Wit.y.m, Arnirouche, int.oxlqut par 
Its Knicel du colonel Godard, r.il U.&:ulcr pi .. de 
deux cents rell.ghu. 
Nlliit ",blio cat er66 IOIU la' PJ'.·id;~d;-~t;.t,~ 
M.uu. U. Ippcl.u lentral de: O.ulle Cllland. 
I- JIIIII, - L'Allembl6c nalionale Invcalit le: S.!n6. 
nJ de O.uOo ot reoondull lea pouYOin 1p6c:iaUJ. ca 
AlIeno. 
ri:~jll~~,;l~o~lu~ ~:!o 7:ld=:!'~ 
Atger "¥CC le 06ltbre .. J. """. III Nnfprls.}' l 
Conltlntinc. lOran, Ji Mno et 1 MolI.aanern. pro-
elamant ~u'i1 n'y a en A1gerlo .. que del fidnttis tl 
pari etlt/"n tl'HC I~I ml",u drolu et lu mlmu 
deYOl,,·, 
19 s"ptntlMe, - La leadets dll FLN consl!luenl, 
.a Cairc, 1/.11 .. gouvcmemcnl pTOYboirc do la R.!ptt-
btiquc, .Igeriennc.. (OPRA) p-&idt pat Feth.1 
Abbu. 
18 t"pl"miNe. - La IlQllYello Conslitution rran· 
~isc UI.pproll'!h ell A1gerie p'r9l % dcsluf(ragCl 
exprim.!t. 
~j iN:tobn. - Le s~n,!;,.1 do Olulle effCClue son 
qu.CrU:me 'I'O)'.go en AiStrie. A Constlnllnc, il 
.nnonce: un plan de cl", '1'11 de d,!;vcloppc:menl ,eo. 
nomique et de promohoo eulturello et .ocI.lo do 
l'Algfrie et rappclle l'ex/slenee de I •• pe,.sOll/Ullit# 
111,1,1,,_ •• Le lenttll Je rend eMuite CD Corsc, 1 
M.neiUe, puis .. Ly04. 
11-2j octohn. - D.ns uno conl'trence de pressc 
Icnuo l "Mtel M.lignon, le gWrlI de O.ulle pro-
po$C.u FLN .111 prd% du '"-s _, JI'"gSilrc quo 
des rcpr&cntlnu dc 1'.0l'J.nisatlon exterlcure_ 
"ieMenll Paris discuCu.m;: lul de la fin dCl bosti-
lilQ. Ccltc oUre scra rcjelk le 2J par k:s dirigeanlS 
FLN dums.u Caire. 
• __ a .......... , ................. , .. ,-.... .;q.nrc. rranCII 
JelD.IQD c.! colld.mn' p.r conlum.cc. Qulnle 
19CUI& IOnI condamn&.l dl •• tIII de prison. 
pclld,"CC orpnll6c pIn k FLN u AlleriC pfOYOquo 
la mort do cenl pcrtonnca, 
19 dl«mtw. - Mlnlfcll.Cioft (1nI1,,. 1'llIlud!c., 
don) oonln:: I'OAS Cl poIIr 11 p.la en AI,erie, orpni-
Kc par la COT, la CfTC cl "UNEF. 'UIlquellCl so 
joi,ncnl rIOtImmenlle Part! communiJle Cl k PSU. 
S UpJ"mbu. - Conference de prcue du gln6ral 
do 0.111111....11 !'kiN" pcru.6D 'ur la IInll:lun:: do 
cr;-A' "j',' , etl , concbmnc: loute Inlcrven\lon 
I!i)" U.III qllCll100 .lgfrlc:nnc!.~~le le prin-
elpo de l'inltl,tltion all'ntlque et euro~ne et pto- 1982 
"7:"~;:!~~"~:7=!: ~u: I: lnI":'eatc dcs 34 ja"""". _ Hellrtll rioJcn'- entre commulllul6s 
OtI'Il ring( et un •• ur 10 droit Ii "insoumisfiond.ns I. lOran :dix-ncllrmoru, quaranle Cl un blcu&. 
glicm: d'Alleric. Plu.sieuts Inculp.liOIllI'ell!luivront. 8/I~rl"r. - Une manirestation .nll-OAS l Paris 
Uno ordonn.nce publil!e .u JD"rntll,,/j1cir/ le 211 (,uloor de la pl.ce de la Bulillc el du mll10 Cha· 
pr6vQil des sanclions p.rtieuriil"" F.ur Ics roncti()n- ronllC) donno lieU • do violcnlCl rUeliont de I. 
naira et I'interdielion de ,.d~ll~vlSlon pour lollS ICI police: hult lutis, plul de cent blc:sKs. 
.i&l\ltlirq. II/Ivri",. _ Trois mlnlsllU rf&n~'is (Louil JOlle,. , 
16 tItWfIm/Ny. - Le .Inlral de O.uTle Innoncc .u Robcrt Buren, Jean da Broslie) et qualre membrel )' \ 
conscIJ des minlslros son intention de prodder. UII du OPM Je n::nOOntrenl IWI RooloSCl. prts de: I. 
rererendum sur i"organisalion des POUYOlts pubUcs en rro!l!itrs=.OOsse. 
A1g6rieelle principc d·'lItocfltcrminallon. IS mlUs. _ Unc: • &illlpc. OAS .su.ssina sia dirl. 
9-13 dmmbre. - Le: voy.ge du glnlrat de O.ullo gOll1l1l dCl ccnlrCIsoci.ua qui le!llienl une reunion 1 
CD. A1aerle Clt le pr.!lcxlO .. Alser cl A O,.n de "io- Ill:!'!'. '.' ~ .. ~." i.e'!~~.l:~._. !i.YJ.ln..1I't'9IdOlld,Feraou:J' lenl.Cl m.rlirest.tioM eUropUnllcs, ,Pui, muslllm.nCl, 
Un bUan otficiel (ail 't.1 de cenl vlIIgt mOltl _ dont f 18 mrvL - Conclusion dcsleeords~~~.n. 
huit Europ&ns -l Alaer. On compte Igalemcnt des 111 mM:" - u'coliiel1 des-nuntStrCl ngmme Chrls-
lutis 1 Oran cl" B6ne. Ii.n Fouchtl haUl eommluairc de Frallec en Allerie 
~ et AbderrahmlllC F.rQ (Iibti!t de la prison de 1961 FrallCl) pr&.idenl do j'uticutir provisoire, wnlp056 de douz:e membres.. Il jatlvl"" - La politique. ~nnc-d ~n&al Le: • teuez:-k-(eu. devicnl eiTcclif 1 midI. La de O.u]le est .pprouvle par Uerendum le oui artyo ordonntc par I'OAS at lar.ement sulvio 1 obtlent 75,25" dct .urrrages upnm CQ m tropoJe, A1ger et 1 Oran. 
611.09 Wo ell Algeric=. 
20-11 flvriv. _ Conversations en Suissc entn 21 nuul. - A~liquanll Alger le pl.n - orrensir. 
Ooorgcs Joompldou, Bruno de LeUsst, A1i Boumend. do R.ool S.lln, I OAS OUyrc le reu lur les rol"CCl de 
1959 jel, Sad Dllh.b el Taycb Boulahrour .ur ICI tondi.· l'ordre ca plu.ieura polnu de I. capitate, De yiOlenlS liON dene.oci.lions entre I. Fr.rn:c: cl le OPRA.. combau onl lieu daM le qlllnlcr do B.b-EI..()ued. 
11.30IIoat. _ Le gen,!;,.1 de OluOe CXInSIcre son 10 twril • ... L'Organiution de l'arm6e ¥CI"!to Do source omclelle, on r.ll .!tlt de qulnze IU&' et ~m" itai..:: Ala'rioll .. "t'isito dCJ djebcls et des postCll revcndiquo .ne serie d'.tlenl.ts, 0, P _ 5 IOlxantc-di. blCl$& chez ICI mllitlires, uno vinlt.ine 
,_ 11 flI'ril. _ Le: Ilntra! de OauJle, dans une COnr6- . ~~~ et environ qU'II"C-yinSti blClS& panni ies 
163epltmn _ Le ,~n,!;[Jt de G'UIlC~llme 10 renoo do proasc: le dlct.re pctsuad.! que l'Algtrie 
droit dCl Alslriens l _'iutod~tcm1rn.tion (aprils SCtIIIII Etll sou~craln .u-ded.ns et lu-dehM et no. 16 mart. - Slnll'nte rusillade entre m'nirCltanlS 
pacirlClltion), par voie ifrR;ICrCiia'Uiil nl l'objcl que Ics«lll!ltiquences d'une rupture. .) c=urop«ns cl 5Crvice d'ordrc rue d'bly, dans le centre 
Jetlll: siccaion, rranciutio.a 011 auocialioa.. . (- 11-11 llvrll. - Coup de force militaire 1 AIser d'A1gcr, 
1960 d .... la nllit, Les gen,,.lIa en relr.ilD Ch.lle. JOII~ J() mrulo - Une .. ordonnance .. de Rloul Sllan baud et .bller s'emparenl du pouYOir'lvtC!"1'Il}lptii crec un Consc:iI national de la rab-tance (CNR) en 
14-JI jQ/fIII". _ .. Semalne des balJi«dt$. A -,s-tSpai'a""ellufi5lcs.Le glnfral S.lan la rejoint. Ils mtlropole. 
A1ger. Unc fUlillade bouleYlrcfU~riiil"';' fait yingl 6chouent. -==- I trvril. - Les .ccords d'EvIan cl la polillque alg6-
mons (quatonc: gendarmes, dont deul!: DlTiciets et \ 10 ",oL - Ouvetturo de I. conUrencc d'Eviln. rienno du .In'ral de Glulle sont, .1.1 rCftrendum. 
liix manifestanta). Lcs meu\ien Je rctranchent d,ns Louis JOlIG .nooncc: une trlve unihnlralc da tom- .pprouv&. ~r 90,70 'J. dCl .urrrlSes nprimls. Ins-
deux. Uduita _ '1.1 centre de I. vlUlI'. L'ttal de .i~ge b.1I pour un moi. en Ala~rie {decision qUllm" de crita! 27 milliollS; "ot.nts: 19,3 millions. • Oui .. : 
I dtierf;te V - '-I . d Ml h-' n-b..... . • dtllltQ~·. et de • ",a/lauw" grcnslin· par le 17,5 millions', _ non.: 1,8 million. 
:nisln::" d~ ... Ii:ui7d:~5: Alg~,"'''''' .... premlCf ~:::~~ ~E~:i i~!;:1I' us':- k~red:ia d~i=i~~e~~ IS ll"rll. _ DII I-'u IS ,Ytil,le lerrorisme I Alacr 10/lvrlv. - Le: consc:U des minislfCI dklde I. muslllmane. Les divergences S'llc«nlucnt eMlliee .. • rait 164 mOr1f (I J4 mU$ulmaM et JO Europ«M) 
rtorglnisalion de I. justice militalre dant lcs d~plrte- propos de I'org.nisation du r~Urendllm d'.utodct~ el269 bleutis (221 musulm.ns Cl oil Ellroplcns). 
ments algeriens, la crutioa d'un comitl dCl .((aires. minalion et du S.h'ra, Le I J juln, Louis JOlle pro-- 19 "'QI. _ L'exode des Europo!ellll d'Alllrie se 
a'Seric=nncs, la lupptQSion des org.ni.mcs ~holo- pole d'.joumc:r la conference. La delegation FLN transrorme en panique. ~~:sc:: e~d!'=~! :1~~t:~':t.dd:r!i!!nn~'T: dernandc: .elo que celte dlc/sion esl Ic r.il de: la 17 lulll, _ CommcneEcs le II m.i, des «lnvcrs.-
OI"I'nisalions .eliylslCllOJlt par ailleuts dissoulc:s. Fr.nce:. tionl enlre un ,roupe d'.eliYistes Cl des membrcs du 
:1()"28 j .. I/I",. - Reprise d", fI~soci'lions entre la FLN .bouliucnt A dcs .ccords connus IDUS le nom 
( 
. J.j mal7, - Le ,enttll de G.ulle entre ...... nd en F .. I GPRA hi' d L . (H 
A 
" 
d ,.- ,,!\co C au c ellu e ugrln aute- d'_lccords SUlinl-Moster.r., pour rlire ccs.ser le 
.' Ign e la • tourn" Cl popotel .. , 11 dklare que le S.me). tenwismc. 
, probltmc .Igtricn ne sera !talt qu'aprts la vicloire 11. L Co ., . 'd , _. , ' 
.1 del armes rran~isCl. tIO I,. - e IUC' n"t'on" e. rcYO ullon . I" juilltt. _ RH'!rendum en Alg~rie : les .ccord. 
Ijuln. _ Cinqllanle-trois mouvemcnts de jc:unessc:,. algerie.nj (5~RRf')'yfuni 1i,r~~~e~~i.I. le 9 '~IIt. «lnAC,.nt l'aeecuion de I'AIserie J. l'ind'pcndanco 
prenanl pour 1I premiilreroilunepDIitionc:omm"ne, ~"tmi..:b 11 : U~d5Se d n e. rcmpacc sonl .doptb J. la quasi.un'fllmu.! del votanlS 
cxpriment leur '0/01111 de "clr cesser la auerrc Y:'i~ u • pr I cnce u 1000vcrnemell! pro- (S 994 000 SUt 6 OJ4 0(0). 11 'I • 530000 .I»ten • 
d'AIsuic. 1 rKfolwe. _ Alloculion radiotelo!vine du g!nfral tlOns. ) 
15-19 luln. - Echo.: des pourparlets de Melun . de O.ulle. 11 laiJ$C pr!YOir ~ /'jl1stit"'{otl d'"tI E,al)) / 1 julll",. - Par ulle d~latlllon oWcielle',le g,;rye- ) 
entre emllSDin;s du GPRA Cl representantl du &ou- I IIIt/rI"" SO/lw,..,'" .. , IIIdipetldQl1r pa,. IQ WJ/~ d" 0 foil de Oaulle reconnlll I mdlpcnd.nce de I Algble, 
IICmemenl charlltis de p!tparer la nnue de la d.!l~gll~ \ "a"rodl,,,,.mf,,allon ~, . ,-ov lel pouYOil'1i sont remit A Abderhamanc: Fares, 
lion prqidtcp" ferhlll .... bbas. 17.18 «John. _ Villgl mille Allli:ritns environ IJcan-MlIlCCl Jcanneney c.sl nommlambauacfeur dol 
j s"pumlNt-l"' Odobn. - Prods Ii Paris des ( manirestenl J. Pari, et duns la region parisienne _ Fra.llccli Alger, 
mc:mbtel du ,lscau de IOUlien.u FLN, dit .. r&cau \ CODtrc I'inslitllllon du COIIvrc-reU\ Violenu incidents.\, AniV" dll OPRA A Alser, 
\. 1-1 
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COiuposition 
~i'1'h~ 
L'emancipation des colonies 
depuis 1945 
B'rt1 Analyser le sujet 
• Etude du vocabulaire et de la formulation 
- Ce sujet parait simple: les termes ne presentent pas de 
difficulte particuliere (meme s'il faut distinguer le terme 
« emancipation », qui evoque une aspiration, de celui de 
« decolonisation », qui represente un processus. Mais il 
est en realite plus complexe qu'il n'y paralt. Sa principale 
difficulte reside dans son ampleur. 
• Delimitation spatio-temporelle 
- R.emarquer l'absence de limites geographiques : il faut 
etudier les emancipations dans les differents empires 
coloniaux (fran~ais, britannique, espagnol, portugais ... ) 
sans se limiter a l'etude d'un continent en particulier. 
- De plus, la periode a considerer est egalement tres 
vaste : il s'agit d'etudier les emancipations depuis 1945, 
Et2 Defmir une problematique 
• Ce genre de sujet, tres vaste, demande de classer diffe-
rentes formes de decolonisation: eviter les plans par 
espace geographique (la decolonisation en Asie, puis la 
decolonisation en Afrique) qui sont descriptifs mais pas 
synthetiques ou les plans chronologiques . 
.a Mettre en reuvre ses connaissances 
• Chercher a identifier preeisement quelques acteurs 
de l'independance: la biographie de Gandhi suffit a 
montrer que celui-ci n'envisage pas I'independance de 
l'Inde comme Ho Chi Minh con,oit celle du Vietnam, de 
meme pour Ben Bella ou Soekarno . 
• 4 Proposition de plan 
1 - LES CAUSES DE L' ACCESSION A L'INDEPENDANCE 
A. L'affaiblissement des puissances coloniales 
-le role des guerres mondiales : 
• la perte de prestige des metropoles 
• les colonies ont participe a I'effort de guerre 
B. Les nouvelles grandes puissances sont hostiles au 
colonialisme 
-Ies Etats-Unis, ancienne colonie britannique, nes 
d'une guerre d'independance 
-I'URSS denonce la colonisation comme le produit 
de I'imperialisme capitaliste curopeen 
C. L'ONU : « du droit des peuples a disposer d'eux-
memes » 
- charte de I'Atl.ntique .. 
- Declaration universclle des droits de I'homme 
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ce qui inclut egalement les emancipations les plus 
recentes (Namibie ... ). Ne pas arreter son etude a la fin 
de la guerre d'Algerie par exemple. 
• Identification du type de sujet 
- Ce sujet propose d'etudier un theme (la decolonis.-
tion) sur une periode (depuis 1945). Il s'agit de mettre 
en evidence Ies differentes applications d'un meme pro· 
cessus. Effectivement, il est necessaire de comprendre 
que le terme unique d'« emancipation» recouvre de~ 
realites tres diflhentes : I'independance tres progressive 
du Ghana n'a rien a voir avec I'independance sanglant, 
dd'Algerie. Chercher donc a comprendre les decoloni· 
sations et Ies causes qui Ieur donnent des visages s 
differents. 
• La problematique pourrait ette definie de la fa,on sui 
vante : « Comment les puissances eoloniales ont-elle 
concede I'independance a leurs colonies: de plein gr' 
ou apres un conflit violent l ». 
• Aller a I'essentiel en prenant quelques exemples. Il Cl 
impossible d'etre exhaustif sur ce sujet. L'important e: 
d'aboutir a une typologie des independances a part 
d'exemples libroment choisis. 
D. L'eveil des n.tionalismes : l'essor des mouvemen 
de liberation nationale 
- un phenomene ancien, par exemple I'Inde , 
Gandhi et le Parti du congres 
1I - L'ACCESSION A L'INDEPENDANCE A. PARTIR DE 
QUELQUESEXEMrLES 
A. L'emancipation negociee : 
- en Asie : !'Inde (1947) 
- en Mrique: le Maroe, la Tunisie (1956) 
- en Mrique subs.harienne : I'AOF, I'AEF (1960) 
B. L'independance obtenue sous la pression interr 
tionale, I'Indonesie (1949) 
C. L'independance obtenue par la force au ter! 
d'une guerre coloniale 
- en Asie: la guerrc d'lndochine (1946·1954) 
- en Mrique: la guerre d'Algerie (1954-1962) 
'Ian de composition ______ _ 
La' Fr~nceetl~d~c;:,ioni~ation, 1944-1962 Renvoi 
... " "Plan'di!taUie 
•. La decolonisationrefu,,~e;19¥-iS:54::,~;r;.;;:, ....1 
I. La difficulte Iran~aise a decoloniser 
,Une tradition coloniale centralisatrice : pas d'equivalent du Commonwealth britannique 
,Le syndrome de 1940: les Fran9ais sont hantes par tout nouveau recul (difference avec 
'Angleterre). Les colonies paraissent le dernier reluge de la grandeur Iran9aise 
, Meme le general de Gaulle, pourtant novateur en matier. coloniale (conference de 
3razzaville), n'envisage aucunement en 19441'independance des colonies 
1. Le refus par la guerre : l'lndochine 
,Proclamation de I'independance du Vietnam (Ho Chi Minh, 1945) relusee. La guerre est 
jeclenchee en novembre-decembre 1946 
• Une guerre franc;:aise avec son armee de metier 
• La delaite de Dien Bien Phu 17 mai 1954): tournant qui illustre le cout humain et politique 
du relus de la decolonisation 
3. Le relus de negocier en Tunisie et au Maroc 11951·1954) 
• Rupture des negociations avec Bourguiba (15 dec. 1951), troubles en Tunisie 1952-1953 
• Politique de Guillaume au Maroc, insurrection de Casablanca (dec. 1952), exil du sultan 
Mohammed ben Youssel. 
11. La de colonisation sUbie:ou·diff.icileinent.acceptee (1954.1960). 
1. Pierre Mend;'. France et l'lndochine 
• La necessite apres Dien Bien Ph"u 
• La France et les accords de Geneve du 20 juillet 1954 
2. La voie de la ""gociation en Tunisie, au Maroc et la loi-cadre en Alrique (1954-1955) 
• Pierre Mendes France, le discours de Carthage et autonomie en Tunisie 
pages de 
synthase 
236, § 1 
238, § 2 
chap. 17 
240, § 3 
242, § 1 
chap. 17 
240, § 3 
• Sous Guy Mollet, independance au Maroc et en Tunisie Imars 1956), la loi-cadre Dellerre 242, § 3 
et autonomie en Afrique noire chap. 17 
• t:opinion evolue : le cout des colonies Icartierisme) 
3. Mais I'exception algerienne (1954-1960) 
• Le cas particulier de l'Algerie: la presence europeenne 
• Les relus de Pierre Mendes France et de ses successeurs 242, § 2 
• La politique du general de Gaulle : lermete contre le FLN (1958), evolution vers ch. 17 & 18 
I'autodetermination (1959) avec I'espoir qu'elle ne conduise pas a I'independance 
Ill. La decolonisation ;,ouluei1960'·1962)\:·· 
• , .,,' "'" • --- ".,-,. ,'. ,.,>"" ,,-.:~, ".-." 
1. Le tournant de 1960 
.1955-1956: le contingent combat en Algerie: evolution de I'opinion en metropole 
• De Gaulle comprend que la guerre d'Algerie empeche la France d'avoir une diplomatie 
mondiale. 11 veut tirer parti d'une decolonisation voulue et maitrisee 
• De Gaulle accepte de discuter avec le FLN : longues negociations 
2. Les dernieres independances (1960-1962) 
• En Alrique noire: de la Communaute Iran9ais~ (19581 aux independances (1960) 
• Paix et independarice en Algerie : Accords d'Evian mars 1962, in dependance, 3 juillet 
·:'\i'f;.,,,,,,.,~,y,:""AWil\',r,i"!~~\""'m1(Wi!',,$@)~ .. ~""'~1:'.A!'Mi>~ l.~l~~~ii}:k~~~b~?;:£~k~'}'~}Y~;·~~~'i:1Ji~1fr ... ;(~~!j 
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chap. 18 
242, § 3 
242, § 2 
documents 
reperes 
D p.238 
D p.248 
D p.240 
D p.248 
rJ p.241 
p.248-249 
D p.242 
rJ p.249 
El p.240 
El p.242 
El p.245 
fil & I'l p. 245 
rJ p.245 
El p. 245 
Pour entrer en matiere et degager la probl8matique 
La France a affronte la question de la decolonisation des la fin de la 
Seconde Guerre mandiale. et elle a dO gerer ce probleme jusqu'en 
1962, date de la fin de la guerre d'Algerie. 
Face a la decoionisation (definir ca terme), la France a eprouve de 
graves difficultes. 11 est important de comprendre pourquoi la 
decolonisation ~ la fran,aise a ele une histoir. marque. par des 
, troubles et des violences, mame s'jl y eut des exemples de concertation 
! et d'independance negociee. 
Pour etabfir /a synthese des differentes parties 
L'acceptation de la decolonisation par la France a ete difficile 
et relativement tardive. Mais elle est en grande partie acquise 
- dans I'opinion, chez les gouvernants - au milieu des annees 
50, apres la fin brutale de la Querre d'lndochine, Le cas 
particulier de I' Algeria a retards la fin du processus. 
I Pour annoneer le plan 
Les formes et modalites de la decolonisation fraiwaise evoluent en·; 
trois phases, avec deux tournants;1954 e't 1960, 'q'ui tire'n! leurs 'origines 
des deux grands conflits jalonnant cetta histoire. 
1, ,.',' 
Pour rep,ondr. 81a problemarique 
Cette',histo'i,re it ,ete :~ne histoire passionnelle qui marque 
enc'o.~e\,~~j?,~<d'~u,i:,'"le,S rapports entre ,la France "et. ses 
.a,~~i:eri/le,~:~p',~~_s:e.s.~i6ns, =: des rapP0rts pl·u.s ~iffifiles avec les 
·pay's~,a,yeC~:,I~s~u~i_~ .. ~'ne:, ~ uerre' d'indep~nda~c~' a, eta, Uvree {Vi'E~lt~~~~"'\~fg~rIel/,-'Line' meilleure co'opehition: la ,"OU la 
concert~tio'ri':t~~',emporte' (Tunisia, Maroc, Afrique noire). 
- "::'.'.'J ~~. >7';;/,;:.'~~;:,\·~:,:·:,:;" - " . • 
'. , 
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Pupil Interview questions 
1. Les cours 
Combien de cours cette annee avez-vous passe sur la guerre d' Algerie? Avez-vous 
(peut-etre I'impression d'avoir) passe plus ou moins de temps sur la guerre d'Algerie 
que sur d'autres parties du programme? 
A quel moment de I'annee avez-vous fait la guerre d'A1gerie? 
Comment se deroulent les cours? [la prise de notes, la discussion etc.]3 
Est-ce que vous avez fait partie d'une c1asse d'histoire oil on a invite un ancien 
combattant venir parler en cours? Si oui, quand? Qui? Un ancien de queUe guerre? Oil? 
Comment cela s'est il passe? QueUes impressions en avez-vous gardees? 
2_ Le contenu 
QueUes sont les origines de la guerre d' Algerie? 
Quand et comment s'est declenchee la guerre d'A1gerie? Combien d'annees la guerre 
d' A1gerie a-t-elle dure? 
Combien de temps avez-vous passe en cours cette annee sur mai 1958? 
Qu'avez vous fait en cours apres mai 1958/le retour de De GauUe? Connaissez-vous ce 
que signifient les terrnes suivants (si oui, me les expliquez): 
• le putsch 
• Charonne 
• l'exode 
• la semaine des barrica<;les 
• 1'0AS 
• les accords d'Evian 
• la politique de De Gaulle 
• la rue d'Isly 
• la resistance franyaise a la guerre d' A1gerie 
• les luttes intemes au sein du FLN 
Qu'est-ce que vous avez appris cette annee sur I'utilisation de la torture pendant la 
guerre d' A1gerie? 
Avez-vous examine les evenements suivants en cours? Si oui, qu'en pouvez-vous me 
dire? 
• I' arrestation de Ben BeUa 
3What is in brackets was possible follow-up material to be used depending on the answer given. 
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• Sakiet Sidi Y oussef 
• le 17 octobre 1961 
• les harkis 
• la censure 
Que vous a-t-on dit en cours sur l'annee et le contingent? Est-ce que vous examine le 
cote militaire de la guerre? Combien de Fran9ais ont fait la guerre d' Algerie? 
Pouvez-vous me donner un bilan (economique/hurnain) de la guerre? 
Est-ce qu'i! y a d'autres choses que vous vous rappelez d'avoir vu en cours qui ne sont 
pas dans la liste ci-dessus? 
3. Les intervjewes 
Quel est votre nom? Quel age avez-vous? Redoublez-vous? Qui est votre professeur 
d'histoire? Dans queUe serie etes-vous? 
4. Les manuels, le baccalaureat et le programme 
Avez-vous un manuel? Si oui, lequel? S'en servez-vous souvent, parfois,jamais? Si oui, 
quand et commentlpourquoi/avec quel but? Qu'en pensez-vous/Comment trouvez-vous 
ce manuel? 
Panni les moyens suivants, quels sont les moyens les plus utiIes pour vous d'apprendre 
plus sur la guerre d' Algerie pour preparer le bac? Pour chaque moyen que je propose, 
veuiIIez me dire si c'est un moyen utile (ou non) et comment: 
-les cours 
- les manuels scolaires 
-les livres parascolaires (i.d. Tous qu'i! faut savoir ... ) 
-les livres d'histoire 
- la litterature 
- les films 
- les medias 
-autres: ____________________________________________________ __ 
Cette annee, pour preparer le baccaIaureat, allez-vous reviser la guerre d' Algerie? Si, 
oui, pourquoi? Si non, pourquoi pas? 
Est-ce que vous avez vu un film ou documetaire sur la guerre d' Algerie ? Si oui, 
lequellIesquels et quand? 
Avez-vous lu un livre/roman sur la guerre d' Algerie ? Si oui, lequellIesquels et quand? 
Pouvez-vous citer quelques films et livres/romans qui parlent de la guerre d' Algerie 
(meme si vous ne les avez pas lus/vus). 
Comment trouvez-vous le programme d'histoire en terrninale? Avez-vous l'impression 
de pouvoir examiner en suffissament de detailles differentes parties du programme? 
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Comment avez-vous le plus appris sur la guerre d' Algerie? Pour chaque moyen que je 
propose, veuillez me dire si c'est un moyen utile (ou non) et comment: 
- par vos professeurs 
- par votre famille: 
- par vos parents 
- par vos grands-parents 
- autres membres de la famille 
- par la famille de vos amis/vos amis/amis de votre famille 
- par les medias: 
- par les journaux 
- par les magazines 
- par la television 
- par la radio 
- par le cinema 
- par les Iivres 
-romans 
- livres/revues d'histoire 
- manuels scolaires 
- par les ceremonies/associations 
- autres: 
Que comprennez-vous par le terme "la memoire de la guerre d' A1gerie"? Comment 
percevez-vous la memoire de la guerre d' A1gerie? QueUes impressions en avez vous? 
Entendez-vous souvent parler de la guerre d' A1gerie? Assez? 
Connaissez-vous les noms de quelques associations d' anciens combattants/rapatries? 
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LIST OF INTERVIEWEES 
1 . Pupil Interviewees 
Pupil 1 (a pupil of Teacher 7 in serie L) is of Algerian origin: her grand-father was the 
son of a settler who left Algeria before the war. There is therefore a link to Algeria but 
much less than for certain others. Her family had no direct involvement in the war. She 
had received some information from her grand-mother, but the information transmitted 
had come originally from another source (a neighbour). However her mother had also 
talked of harkis to her when they passed in front of what used to be a bidonville. She is 
a pupil in a /ycee in Decines on the outskirts of Lyons. A teacher in this school said that 
twenty per cent of the pupils in the school were of Maghrebian descent. 
Pupil 2 (a pupil of Teacher 1 in serie S) is of Algerian origin: she has family who still 
live in Algeria. These are especially her mother's uncles and her grand-parents. She 
spends time in Algeria. Members of her family had been tortured. She talked of her 
uncle "collaborating" but her grand-father "resisting". She had received a lot of 
information from the family especially in Algeria, since half of her family (on her 
mother's side, most of whom live in Algeria) talk about the war a lot whereas the other 
half (father's side in France) do not talk about the Algerian war. In France she had 
learnt nothing from her family. In Algeria she had learnt a lot, including, as discussed in 
the interview, about torture and forced relocation of populations to stop villagers 
helping Algerian nationalist fighters. She is a pupil in the same school as Pupil l. 
Pupil 3 (a pupil of Teacher 7 in serie L) has no family links to Algeria. She is in the 
same school as Pupil I and Pupil 2. 
Pupil 4 (a pupil of Teacher 1 in serie S) has no family links to Algeria. Her grand-father 
interestingly had served in Indo-China. He did not talk much about this war. She is a 
pupil in the same school as the above pupils. 
Pupil 5 (a pupil ofTeacher 11 in serie L; interviewed with Pupils 6 and 7) is of Algerian 
origin: her parents are from Algeria. She too has family who still live in Algeria. Her 
core family did not seem directly concerned by the Algerian war, given what she said in 
the interview, but she seemed interested by the subject since she stated that it was her 
country. Her father came to France as a manual worker, perhaps in the 1970s. She had 
not received much information from her family at all. This equated to sometimes 
looking at photographs with her mother and remembering people. She seemed quite 
interested in the interview, perhaps due to frustration at not getting information from 
other sources. She is a pupil in a school in Villeurbanne, which is very near Lyons. The 
school was a fairly typical school with quite a lot of Maghrebian children. Teacher 9 
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works in this school and spoke of an "interet visible des eleves d'origine maghrebine" 
in the subject of the Algerian war. 
Pupil 6 (a pupil of Teacher 11 in serie L; interviewed with Pupils 5 and 7) has an uncle 
who was in the contingent. She said that the Algerian war was a bad experience which 
he does not like to talk about. She has no other family links to Algeria. She is a pupil in 
the school in Villeurbanne. 
PUlJiI 7 (a pupil ofTeacher 11 in serie L; interviewed with Pupils 5 and 6) has no family 
links to Algeria. She is a pupil in the school in Villeurbanne. 
Pupil 8 (a pupil of Teacher 3 in serie ES; interviewed with Pupils 9 and 12) is of 
Algerian origin: she did not give much detail of her family biography but has close 
contacts with Algeria and is of Algerian origin. She did not talk in the family about the 
war. She seemed however to talk about the present civil war situation in Algeria. She 
mentioned that her family would like to move back to Algeria but that this was difficult. 
She is a pupil in the school in Villeurbanne. 
PUlJil 9 (a pupil of Teacher 3 in serie ES; interviewed with Pupils 8 and 12) is of 
Algerian origin: she did not mention much about her family history but has close 
contacts with Algeria and is of Algerian origin. She did not talk in her family about the 
war. She seemed however to talk about the present civil war situation in Algeria In this 
respect she is therefore a lot like Pupil 8. She is a pupil in the school in Villeurbanne. 
Pupil 10 (a pupil of Teacher 11 in serie L) is the daughter of a man who did national 
military service. He died in 1998. She said he was involved in repatriation at the end of 
the Algerian war (although she was very unsure of dates). Apparently he had spoken to 
her about this. She mentioned a lieu de memo ire: a cemetery, since while visiting the 
grave of her father she had noticed graves of people, who had died during the Algerian 
war. She had no other family links to the war. Again, even though she is not of Algerian 
origin, her coming forward for the interview would seem to be motivated by a desire to 
know more about her family history (in the face of her father's death?). She is a pupil in 
the school in Villeurbanne. 
Pupilll (a pupil of Teacher 7 in serie L) is of Algerian origin: her grand-parents were 
concerned by the Algerian war, especially her grand-father with whom she talks about 
the Algerian war in France. This is therefore the only person to have gained significant 
information from the family in France (as opposed to Algeria). He lost members of his 
family including his brother during the war. She described him as being an Algerian 
resistance hero. He had been traumatised by the Algerian war. This pupil is also the 
only pupil to have seen a testimony given in class (in troisieme) on the Algerian war, 
given by a pied-noir conscript. She is a pupil in the school in Decines. 
PUlJil 12 (a pupil of Teacher 3 in serie ES; interviewed with Pupils 8 and 9) is of 
Algerian origin: his uncle, great-uncle and grand-parents were all directly concerned by 
the Algerian war. His great uncle had served five years of prison during the Algerian 
war and did not talk about it since it was too difficult. So this pupil talked a little with 
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his father who was not involved in the war. This pupil was the only boy to be 
interviewed. He attends the school in Villeurbanne. 
2. Teacher Interviewees 
A Sample 
Teacher I 40-50, agrege. He has cousins who fought in Algeria, but relatively few 
acquaintances involved in the Algerian war. He works in a school in the suburbs of 
Lyons in which twenty percent of the pupils are ofMaghrebian descent. He arranged for 
me to interview some of his pupils. 
Teacher 2 40-50, agrege. He was thirteen years old when the Algerian war ended so has 
some memories of the war. In the interview he mentioned a pied-noir colleague 
(Teacher 17) who never talks of the Algerian war but was on the forum in Algiers for de 
Gaulle's speech "Je vous ai compris". He also has a cousin who served in Algeria. This 
teacher previously worked in a school in which there were a lot of Maghrebian children 
which he said modified his approach to the Algerian war in class. He now works in a 
fairly typical lycee with quite a good reputation, but in which there are fewer 
Maghrebian children. Teacher 16, Teacher 17 and Teacher 18 also work in this school. 
Teacher 3 30-40, agrege. He has pieds-noirs friends. One of these friends was born in 
Algeria in 1948, whose mother he describes as still a defender of "Algerie franyaise" 
ideas and who continues to believe de Gaulle betrayed them. He also has colleagues 
who were involved in the war, one of whom he mentions in particular. The person was 
a student at Aix-en-Provence who had described problems at the time with nationalist 
students. Apart from that he had no link to the Algerian war. He arranged for me to 
interview some of his pupils. 
Teacher 4 over-50, agrege. He was a student at the time of the war. He knows lots of 
people who were involved in the war. He was one of the two teachers who had invited a 
veteran of the Algerian war to class. He works in a prestigious school. 
Teacher 540-50, agrege. This teacher spoke of two colleagues of his. One of these was 
a woman who was pied-noir (Teacher 6) and another was a man who had been a student 
at the time of the Algerian war. He qualified their reactions on the subject of the 
Algerian war as "reactions epiderrniques ou passionnelles". He described his own 
family, in metropolitan France, as very "Algerie franyaise". He works in a prestigious 
school (the same school as Teacher 4 and Teacher 6) in which he says the pupils are not 
concerned in their family history by the Algerian war. 
Teacher 6 40-50, C.A.P.E.S. She lived in Mostaganem in Algeria. She claimed that her 
uncle had been killed on November 1, 1954, and was therefore amongst the first victims 
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of the war. Her father had also been killed by the F.L.N. in 1957. Her family lived in 
Algeria until Algerian independence in 1962, where they had a vineyard. They then fled 
Algeria. She spent significantly more time than her colleagues in class on the Algerian 
war. 
Teacher 7 30-40, C.A.P.E.S. She said that her father-in-law had been a conscript in 
Algeria and that this was "un sujet dont il ne parlait pas enormement". During the 
interview she mentioned interest in the Algerian war in class of pupils from pied-noir 
and maghrebi families. She works in the same school as Teacher 1 and said that there 
was "une communaute maghrebine assez importante". She arranged for me to interview 
some of her pupils. 
Teacher 8 40-50, C.A.P.E.S. She was young at the time of the war and remembers 
friends of her elder sister going to fight in Algeria. 
Teacher 9 30-40, C.A.P.E.S. He spoke of an "interet viSIble des eleves d'origine 
maghrebine" concerning the Algerian war in class. In his private life he has an uncle 
who fought in Algeria and now supports the French National Front (the F.N.). He works 
in the same school as Teacher 3, Teacher 10 and Teacher 11. 
Teacher 10 40-50, C.A.P.E.S. He said that he knew people at work and in his private 
life who had links to the Algerian war but said: "c'est des gens qui generalement n'en 
parlent pas". He linked a "communaute maghrebine" to "classes demandeures" on the 
subject of the Algerian war. This teacher talked me through a chronology from Le 
Monde. 
B Sample (none of whom were asked the same direct question during the interview on 
whether they knew people in their professional or personal lives who had been involved 
in the Algerian war; a question that had been asked in the A Sample) 
Teacher I I 40-50, C.A.P.E.S. She did not mention anybody in her life closely linked to 
the Algerian war. She insisted on the fact that the Algerian war was a very distant event 
for her pupils. This teacher arranged for me to interview some of her pupils. 
Teacber 1240-50, C.A.P.E.S. She works in the same prestigious school as Teacher 14. 
She did little on the Algerian war. 
Teacber 13 30-40, C.A.P.E.S. This teacher's family were involved in the Algerian war: 
his mother was apied-noir; his grand-father was a pilot in Air Africa. Two of his uncles 
were in the O.A.S. He gave a presentation at university in the early 1980s on Alleg's La 
Question which had led to strong reactions from other students. He was one of the three 
teachers of pied-noir origin to devote a lot of time to the Algerian war in class. 
Teacher 1430-40, agrege. He had been at the LE.P. in Lyons when a lecturer there, who 
had served in Algeria, had worked on the Algerian war using a film. He had also taught 
Didier Daeninckx's Meurtres pour memoire in French classes in the north of France 
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(before moving to Lyons and teaching history). He devoted little time in history to the 
Algerian war. 
Teacher 15 40-50, agregee. She had been in "cooperation" in Algeria with her husband. 
Due to her age she said ''je l'ai connue" concerning the Algerian war. She described 
how she had had a "mauvaise conscience" at the time. Although she is not of pied-noir 
origin, she did a lot on the Algerian war, perhaps reflecting her experience and her 
beliefs and interests. 
Teacher 16 over-50, CAP.E.S. She mentioned nothing on her family or acquaintances. 
Teacher 17 over-50, CAP.E.S. She was born in Algeria in the Oranie region. She also 
lived in Algiers, in Bab-El-Oued, so experienced first-hand the "semaine des 
barricades". Talking of May 1958 in Algeria she said ''j'y etais!" She came to France in 
1962, first to Nice then to Lyons. In the year 1998-99 she did significantly more than 
others because, despite the change in programme, she had not reduced the amount of 
time she spent on the Algerian war. 
Teacher 18 over-50, CAP.E.S. One of the two teachers who had invited a veteran of 
the Algerian war to class. 
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